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Chapter 2 Context and Methodological Approach
•
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walkthrough of the methodological approach of the
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study.
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Data Analysis
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•
•
•
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This chapter displays Jinwoo’s eleven stories and
what his book highlights as a student-generated
creative artifact in terms of bilingual learning,
emotions, and creativity in K12 settings. The
process model of emergent bilingual students’
emotions (negative and positive) that was created
based on Jinwoo’s stories, the three newcomer
Korean students’ interpretations of them, and the
existing literature in the related areas are introduced
and elaborated herein.
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In this chapter, the three newcomer Korean
emergent bilingual students’ learning experiences in
the U.S. English-only classroom are described. This
chapter also highlights the extended version of the
process model of emergent bilingual students’
emotions derived from the classroom observations
and interviews, shedding light on the connection
between bilingual learning, emotions, and creative
expression.

CHAPTER 5 Conclusion
•
•
•
•
•

This last chapter concludes the study, summarizing
the key findings and offering some new
perspectives on future research and practice in
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settings.

Key Findings
Implications for Researchers
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CHAPTER 1: INTRODUCTION
It was in June 2016 when the book suddenly emerged and made a big difference to my
life as a parent, teacher, and a researcher. On that day, I met one of my Korean friends who was a
visiting professor in an education program at the university. We talked for a while and at one
point she took out her phone and showed me some photo images of a hand-written book as she
proudly said, “my son Jinwoo created this book to provide some information about schooling in
the U.S. for new Korean students in his school.” I still remember the surge of excitement that I
felt when first looking at the book. I was astonished by the bilingual feature of the book, which
showed each topic in two pages, one page being written in Korean and the other in English.
Although my friend had only mentioned that his son wrote the book for the purpose of helping
other Korean students, my understanding was that the book was not only meant to be read by
Korean students but also by their English-speaking teachers and peers who would want to help
their new Korean students and friends in the school by knowing more about them.
The book’s author, a former Korean student in a nearby elementary school, started his
book by writing a quick but appealing introduction:
Almost anything that you would never expect could be happened. After you read this
book, you would find out which crazy things could be happened in [this] school.
Curious about what those ‘crazy’ things he had experienced in the school could be, I quickly
turned the page. The first thing that I spotted in the next two pages was a yellow school bus that
he drew and colored for himself. He provided a kind, honest, and detailed description of the
feelings that he experienced while riding on the school bus, illustrating how “scary” it was for
him to be on the bus while not being able to understand anyone and anything going on. I could
not say anything for a while. I have raised two Korean children in this country, but never
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acknowledged the possibility of them experiencing these emotions in their daily routine, even
during their very first year of schooling.
However, what the book communicated made so much sense to me. Imagine that you are
in the school bus being surrounded by the people who you cannot understand including the
school bus driver. He or she keeps asking you seemingly important questions but you cannot
understand or respond. You cannot figure out where you should get off the bus or feel secure if
the bus would drop you off at your house. “Some kids get violent,” as the book author warned,
some unexpected and unpleasant events can also happen, which will make you feel scared of the
situation. I could empathize with the author’s feelings of fear, anxiety, and nervousness as if I
was a new Korean student who just came to the U.S.
At the same time, I was feeling comforted and emotionally supported by the author’s
genuine empathy expressed (e.g., “do not feel too scared, though” and “you will be fine”). Not
only did he reassure the reader by saying, “it is not only you who experience those emotions” in
the book but also he offered some practical tips to help overcome those negative emotions by
informing them, “Don’t worry too much. You could miss the bus or your bus stop to get off, but
your parent will come pick you up wherever you are.”
His book exhibited several more stories that yielded a wealth of valuable insights about
what emotions non-native English-speaking students might experience in their transition to the
U.S. school and classroom. For example, he described the loneliness that he felt in recess, the
terrifying feeling that he had during a fire drill, and the feeling of being at a loss and not knowing
how to properly and politely get his teachers’ attention. Also, by describing the difficulties he
had learning in the classroom, particularly in the processes where he had to present his ideas to
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the class, his stories highlight sometimes subtle emotional and creative aspects of classroom
learning.
As a nonnative English-speaking graduate student in a U.S. university and a mother of
two elementary school students whose home language is Korean, I have experienced and
witnessed how adapting to and learning in the U.S. classrooms as a speaker of a language other
than English can be challenging. As a former Korean elementary school teacher and currently as
a budding educational researcher studying creativity and learning, I have had a keen interest in
studying K-12 bilingual students’ creativity development, particularly focusing on the role that
emotions play in engaging in creative expressions during everyday classroom learning activities.
The purpose of this dissertation is to explore how a student creative artifact, the book
developed by Jinwoo, a former Korean emergent bilingual student, made a lasting and on-going
creative contribution to the learning of others in the school community and an educational
researcher in exploring the linkage between bilingual learning, student emotions, and creativity
development. A student creative artifact refers to any student developed product (physical or
digital) that serves as a potentially novel and meaningful representation of their experiences,
insights, ideas, or understandings (Beghetto, 2019). As will be discussed in Chapter 2, the term
“emergent bilingual students” refers to students in the beginning stages of moving along a
bilingual continuum (García, 2009a, 2009b).
More specifically, this dissertation study aims to explore the role that a student creative
artifact made by an emergent bilingual student can play in supporting other emergent bilingual
students’ emotional experiences, promoting their creative expression, and enhancing their
learning of and in a new schooling environment. In addition, this study also demonstrates how a
student creative artifact can help educational researchers identify and interpret emotion that
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emergent bilingual students are experiencing as part of their everyday classroom learning
experiences and explore its impact on emergent bilingual students’ learning and creative
expression in the U.S. English-only schooling context. Taken together, this study has the purpose
of exploring whether and how a student-produced creative artifact can be used both
retrospectively and prospectively to better understand and support emergent bilingual students’
learning, emotions, and creative expression.
Statement of the Problem
How might student-produced creative artifacts support the emotions, learning, and
creativity development of emergent bilingual students? Although researchers acknowledge the
link between creativity and learning (Beghetto, 2016a; Guilford, 1950; Sawyer, 2010; Vygotsky,
1967/2004), there are a limited number of studies that investigated bilingual students’ creativity
development and primarily focus on examining whether bilingualism increases creativity or not
(Lee & Kim, 2011; Leikin, 2013; Ricciardelli, 1992). It is difficult to find studies that have
explored how emergent bilingual students’ emotions in the English-spoken classroom learning
environment can influence their creativity development.
Research is needed that examines the nexus between three related (but often separated)
concepts in educational research: bilingual learning, the roles emotions play in learning, and
students’ creativity development in K-12 classrooms. Research is also needed to explore how
student-produced artifacts can serve as a support for their own and others’ learning, emotions,
and creative expression. The goal of this dissertation is to take a step toward addressing this need
by examining the connection between these three related areas of research and practice through
the lens of a student-produced creative artifact (Jinwoo’s book).
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Research Questions
This dissertation addresses the following research questions:
1) How did, if any, the student creative artifact made by a Korean emergent bilingual
student make a lasting contribution to other Korean students’ emotion, learning, and
creativity expression?
2) How did, if any, the student creative artifact made by a Korean emergent bilingual
student make a lasting contribution to an educational researcher’s understanding of
the connection between bilingual learning, the roles emotions play in learning, and
students’ creativity development in the K-12 classroom?
Methodology
This dissertation will address the above research questions using a combination of
interpretive case study and narrative inquiry (Clandinin & Connelly, 2000; Creswell & Poth,
2017; Yin, 2017; Walsham, 1995). More specifically, Jinwoo’s book serves as a case of a
creative artifact produced and intentionally left behind by an emergent bilingual student to help
support the learning and emotional experiences of other students. Using an inductive analysis
approach (Bowen, 2008; Orlikowski, 1993), I will compare Jinwoo’s stories, the three newcomer
Korean emergent bilingual students’ everyday classroom learning experiences, and the literature,
and develop a process model highlighting the connection between emotion, learning, and
creative expression of the Korean emergent bilingual students in the U.S. English-only learning
environment. This dissertation will demonstrate through thick description and interpretive
analysis of how a student-generated creative artifact can make a lasting contribution to the
learning of other students within a school and educational researchers who study bilingual
learning, emotions, and creativity. Finally, I will analyze the Korean emergent bilingual students’
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narratives to explore the emotional and relational dimensions of the Korean students’ classroom
learning experiences that Jinwoo’s stories illustrate and are elaborated in the three students’
experiences (Clandinin & Connelly, 2000; Noddings, 1984).
Significance
As a creative artifact, Jinwoo’s book represents a crystallization of the interrelated areas
of research which focuses on emergent bilingual learning (Cummins, 1980, 1991, 2000;
Cummins et al., 2005; García, 2009a, 2009b), the role emotions play in learning (Frijda, 1986;
Hareli, & Weiner, 2002; Lazarus, 1982; Pekrun, Goetz, Titz, & Perry, 2002), and how creative
expression can serve as a vehicle for supporting one’s own and others learning (Beghetto, 2013,
2016a; Beghetto and Kaufman, 2007; Kaufman and Beghetto, 2009). This study can contribute
to these existing literatures by illustrating how the concepts that have been proposed in each
domain can be linked and understood in relation to each other.
In addition, insights drawn from studying creative artifacts can serve as a lens to help
researchers interpret the learning experiences of students and serve as an impetus for providing
students with an opportunity to share their own learning experiences with the goal of making a
positive and lasting contribution to their school community. In this way, this study can serve as
an example of how students’ creative artifacts can provide the new and valuable insights to
researchers on emergent bilingual students’ emotional experiences in the new linguistic and
cultural learning environment.
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CHAPTER 2: CONTEXT AND METHODOLOGICAL APPROACH
Context and Participants
Woodbury elementary school 1was located in a small rural town in the northeastern part
of the United States. In 2015, the K-6 school had 430 students and about 7% of the students were
classified as English as a second language (ESL) students who were qualified to receive extra
English language instruction. Woodbury elementary school had experienced an influx of Korean
students in 2014 and as a result, in 2015 there were thirteen Korean emergent bilingual students
enrolled in the school. The influx of the Korean students came from a large Korean company
that established their U.S. branch in a nearby area as many of their employees came to work here
with their families (J. Chang, personal communication, Aug, 29, 2016). Before having this large
group of Korean students, Woodbury elementary school had not had such a big group of students
who were the speakers of the same language other than English. Many of other emergent
bilingual students in the school who were from the countries where English was used as the
medium of instruction in the public schools could understand and speak at least some
conversational English when they first came to the school. However, most of the Korean students
could not understand their English-speaking teachers and peers at all, and were experiencing
extreme language difficulties. Most of the new Korean students came to Woodbury elementary
school were classified as beginner level ESL students in the English proficiency test that they
took as soon as they arrived at the school and received pull-out English lessons in the ESL
classroom three times a week. On the other hand, regardless of their low English test scores, the
Korean emergent bilingual students were placed in the mainstream classrooms depending on

1

Woodbury Elementary School is a pseudonym of the school where this study was conducted.
To protect the anonymity of the study participants, I also replaced all their names with
pseudonyms.
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their age, where they spent all week except for the three 30-minutes ESL pull-out sessions a
week (see Harklau, 1994; Alexander, 2017). In order to help some of the Korean emergent
bilingual students who had been struggling to adapt to the classroom learning environment,
particularly older ones in the 4th to 6th grades, Woodbury elementary school was also providing
six beginner level Korean ESL students with push-in language support (i.e., ESL teachers coteach in the same classroom with their grade-level counterparts, focusing on scaffolding
language and vocabulary instruction to increase ESL students’ access to the content curriculum,
see McClure & Cahnmann-Taylor, 2010) in the students’ mainstream classrooms provided by
the ESL teachers and a couple of Korean adult bilingual volunteers about twice a week.
After I encountered Jinwoo’s book and learned about the difficulties that the Korean
emergent bilingual students in Woodbury elementary school were experiencing in the new
English-mediumed environment, I contacted the school to volunteer as a Korean translator for
the students. Each line of Jinwoo’s stories kept hovering in my mind. I was worrying about the
Korean emergent bilingual students in the school who I had not even met yet. To be able to join
the Korean translator volunteer pool in the school, first I met Mrs. G, the ESL coordinator of the
school who was in charge of planning all school-wide English language support for their nearly
forty emergent bilingual students. Then I visited the district office to register myself as a
volunteer for the school. In November 2016, after I had all other processes required to work with
the elementary school students such as a background check and a fingerprinting completed, I
could finally meet the Korean students that I was going to help out with and their teachers.
Since 2015, Woodbury school grew rapidly in size. In 2016-2017 school year, the school
had 761 students, and about 6% of the students were English as a second language (ESL)
students. After Jinwoo and some other Korean students had left the school before the new school
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year started in September 2016, seven new Korean emergent bilingual students joined the school.
Therefore, at the time of my first visit to the school in November 2016, Woodbury school had
sixteen Korean students. I was asked to help out with six Korean emergent bilingual students in
their classroom every Wednesday and Friday, and that was how I first met Yongjun and Minho
in their third and fourth grade classrooms. Minho and Yongjun had first come to Woodbury
school in April and September, 2016 respectively. After spending about six months with the six
Korean students, I met Semin, a new Korean student added to Minho’s fourth grade classroom. It
was when the new 2017 school year just started, when I started to collect data for this
dissertation study.
I also met the three Korean students’ classroom teachers: Mrs. C and Mrs. K teaching in
their third and fourth grade classrooms respectively and their ESL teacher Mrs. G who taught all
three students in her ESL sessions twice a week. Meanwhile, as I volunteered to translate in the
teacher-parent conferences to help the three students’ parents’ communication with the teachers,
I met the three students’ mothers, Suji, Minjeong, and Hyesoo who were also in their transition
process to a new country learning a new language and culture. In so doing, the three Korean
students, Yongjun, Minho, and Semin who I met and helped out with in Woodbury school’s
classrooms from November, 2016 to May, 2018, the three teachers who taught them, and their
mothers participated in this dissertation study. Jinwoo and his mother Jiwon who first introduced
me to her son’s book went back to Korea on June, 2017, but they willingly took part in the study
through online interview participation.
Theoretical Framework: Sociocultural Theory
The central question this research study seeks to address is how a student-generated
creative artifact can suggest a new relational aspect that exists between emergent bilingual
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students’ learning, emotions, and creativity, support other emergent bilingual student’s learning
experiences, and promote their creative expressions in the U.S. schools and classrooms, as well
as help educational researchers understand emergent bilingual students’ emotional and creative
experiences in the English-only learning environment. To address the questions, I used
Vygotsky’s Sociocultural theory as the theoretical framework for this study. According to
Vygotsky’s theories, learning and development take place in socially and culturally shaped
contexts through the interaction with the material world and with other humans
(Wertsch,1981). Getting inspired by Marxist theory, Vygotsky viewed that human activity is
mediated by material artifacts and psychological and symbolic tools/signs (Wertsch, 1985).
Vygotsky conceived of development as the process in which learners become more proficient in
the use of meditational resources and gains greater competence using their capacity to think and
act (Thorne & Tasker, 2011).
Vygotsky’s popular concept of Zone of Proximal Development (ZPD) which he
proposed as ''the distance between the actual developmental level as determined through
independent problem solving and the level of potential development as determined through
problem solving under adult guidance or in collaboration with more capable peers"
(Vygotsky,1978, p. 86) demonstrated that participants in the sociocultural learning process
use words and other artifacts in ways that extend beyond their current understanding of them
(Cole & Wertsch, 1996). This perspective identifies humans as the ones who utilize existing, and
create new cultural artifacts that fundamentally shape and transform their mental processes
(Valsiner, 1988). From this theoretical lens, I primarily planned to investigate Jinwoo’s
book, a student-generated artifact, that illustrates the Korean emergent bilingual students’
learning experiences and expresses their creative insights on the education setting where the
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students’ participation in the shared learning experiences are mediated through their second
language (L2), English. I also aimed to explore the interactions between the moreexperienced and less-experienced Korean students and the Korean students and their
teachers, capturing the scaffolding (Bruner, 1978) that the more-experienced Korean students
and the teachers provided to help newcomer Korean students achieve new skills and
knowledge that were beyond their capacity.
What is also noteworthy to know is that Vygotsky viewed cognition and emotion as
inseparable and closely connected two human mental functions (Kozulin, Gindis, Ageyev, &
Miller, 2003). Vygotsky argued that a safe and emotionally positive collaboration between
teachers and students creates a more complete ZPD (Levykh, 2008). Vygotsky even maintained
that students can only attain the highest level of the academic and personal achievement and
acculturation when the reciprocal relations between the learner and the instructor allow for
participants’ comfort and trust. Therefore, Vygotsky put importance on educators’ provision of
caring support that facilitates students’ emotions and learning (Levykh, 2008, p. 83). In this
regard, through the classroom observations I investigated the three Korean emergent bilingual
students’ emotional experiences, their relationship with the teachers, as well as the emotional
support (i.e., emotional scaffolding, Rosiek, 2003) that the teachers provided for enhancing the
students’ adaptation to and learning in the English-only classroom. Following Vygotsky’s notion
of social learning and development according to which not only the less capable participant
reaches his or her potential development but the more capable participant also changes (Eun,
2008), in the data analysis process I tried to interpret the Korean student’s emotions and their
teachers’ reactions in the way of illustrating the mutual relationship and their emotional
connections formed in the collective learning experiences (Goldstein, 1999).
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Meanwhile, I viewed Jinwoo’s book as a creative artifact that could make lasting
contributions to the newcomer Korean students’ learning of and in the new linguistic and cultural
learning environment and increase their creative expression. Jinwoo’s book is an artifact that
demonstrates the social nature of creativity: how humans, even young children, create meaning
with the help of symbolic tools — signs, symbols, and texts — and communicate their creative
interpretation of the world through narratives (Bruner, 1996; Vygotsky,1995). Jinwoo’s book
represents how physical and symbolic student-generated creative artifacts can be passed on from
one generation to the next by everyone’s endeavors reworking their cultural inheritance to meet
the needs of the community and individuals (Pavlenko, & Lantolf, 2000). Jinwoo’s storytelling
activity produced a creative tool that guided the readers of his book, the newcomer Korean
students, and me, a budding educational researcher, to engage in the intrapersonal and
interpersonal creative activity (Glăveanu, 2011) and as a result transform our participation in the
shared sociocultural endeavors (Rogoff, 1994).
Methods
Through this study, I wanted to explore how a student creative artifact, a book, developed
by this one former Korean bilingual student, can make a lasting and on-going contributions to
others in the school community and educational researchers. More specifically, I wanted to
understand the role that student creative artifacts play in supporting other bilingual students’
emotional experiences, promoting their creative expression, and enhancing learning of and in the
new schooling environment. Moreover, as an educational researcher, I wanted to explore how
student creative artifacts can help identify and interpret emergent bilingual students’ emotional
experiences in the English-only learning environment and capture how the Korean emergent
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bilingual students’ emotions influence their engagement in learning and creative expression in
their everyday classroom learning environment.
To do so, I originally planned to use the case study method that is a qualitative research
method that examines a contemporary phenomenon in its real-life context (Yin, 2009) for this
study. At the planning stage of the study, I identified Jinwoo’s book, a student-generated creative
artifact that illustrates the Korean bilingual students’ experiences in a U.S. elementary school as
a specific case that will be analyzed in this study. I primarily aimed to investigate the process of
how a student-generated creative artifact makes a contribution to other emergent bilingual
students’ lives in the school as the medium of student-to-student emotional scaffolding
(Merriam, 1998; Sanders, 1981). Moreover, through an investigation of the Korean students’
lived experiences within their everyday classroom setting based on the points that Jinwoo’s
stories brought up, I hoped to gain an in-depth understanding of how a student-generated creative
artifact such as Jinwoo’s book can help educational researchers explore emergent bilingual
students’ learning experiences in the English-only U.S. schooling environment, focusing on their
emotional experiences in the linguistically new learning environment (Creswell & Poth, 2017;
Yin, 2017).
In the initial thematic analysis process that I read and reread Jinwoo’s stories, I found
some patterns emerge that highlighted the key features of the Korean emergent bilingual
students’ emotional experiences in the English-only U.S. schooling environment (Braun, &
Clarke, 2006; Vaismoradi, Turunen, & Bondas, 2013). So I started to think about building a
process model, an interpretive framework that I and other educational researchers can apply to
investigate bilingual students’ classroom learning experience in the U.S. classroom setting.
Eisenhardt (2007) suggested that building theory from case studies is a research strategy that

13

involves “using one or more cases to create theoretical constructs, propositions and/or midrange
theory from case-based, empirical evidence” (p. 25). Case studies are rich, empirical descriptions
of particular instances of a phenomenon that are typically based on a variety of data sources
(Yin, 1994), and researchers have used the rich descriptions of real-world context as the base to
develop theory inductively (See Eisenhardt, 1989, 2007 and Dooley, 2002). Since this study was
designed to understand a specific phenomenon, a student creative artifact generated by a Korean
bilingual student, through observation of a single case, I planned to incorporate the inductive
theory developing approach derived from ground theory research, constant comparison method,
which involves a simultaneous comparison of all social incidents observed and continuous
refinement process of category coding (Goetz & LeCompte, 1981).
Meanwhile, before long I began to realize that this study revolves around the emergent
bilingual students’ life stories, although the stories are rather short stories, in the U.S. schooling
environment. It was Jinwoo’s stories that initially led me to know about and meet the Korean
students in Woodbury school and guided me to plan and conduct this research project. I
recognized that in order to better understand the case of this study, Jinwoo’s book, I also needed
to use narrative inquiry, a research methodology that aims to study human experiences by
constructing and reconstructing the meaning of the personal and social stories (Connelly &
Clandinin, 1990). From a sociocultural perspective, narrative is a mediational tool that is used to
represent one’s interpretation of the reality, and narrating is a cultural activity that enables one to
understand what one is narrating about (Johnson & Golombek, 2011). Following this notion of
narrative, I approached the telling and retelling of the Korean emergent bilingual students’ lived
experiences in the English-only learning environment that the student creative artifact, Jinwoo’s
book, and other students’ responses to his stories illustrated, seeking to understand how the
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students’ descriptions, explanations, analysis, and interpretations of the reality could contribute
to their community’s shared understanding of the learning environment by their act of narrating
(Bakhtin, 1981; Holquist, 1990).
As a result, I have developed a methodology that joins the two forms of case study and
narrative inquiry, in an attempt to illustrate the Korean emergent bilingual students’ learning
experiences in Woodbury school in the ‘Story (Jinwoo’s stories and three new Korean students’
stories) – Context (reality)’ structure. Using case study method, I examined Jinwoo’s book as a
student-generated creative artifact, including the context in which the book was created and the
processes of the student creative artifact was used as a medium of change in other Korean
students’ lives at Woodbury school and educational researchers’ understanding of bilingual
learning in the U.S. schooling context. Using narrative inquiry methodology, I analyzed the
unique insights and interpretations on English-only learning environment that the Korean
emergent bilingual students expressed in the form of story highlighting the emotional and
relational dimensions of classroom learning (Clandinin & Connelly, 2000; Noddings, 1984).
Data Sources and Phases of the Study
This dissertation study has two phases: (1) developing an interpretive framework based
on themes from Jinwoo’s book; (2) applying the framework in observations of three newcomer
Korean emergent bilingual students. The data sources and approaches to analyzing the data for
each of these phases are discussed in the sections that follow (see also Appendix D for a
summary).
Phase 1: developing an interpretive framework. The first phase focuses on describing
Jinwoo’s book and developing an interpretive process model through an inductive analysis
method of theory development that involves constant comparison between Jinwoo’s stories, the
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three new Korean students’ classroom realities, and existing concepts in the literature. Constant
comparison is a qualitative data analysis approach that is used to generate and plausibly suggest
a theory (Bowen, 2008; Glaser, 1965; Glaser & Strauss, 1967; Strauss & Corbin, 1994). Chapter
3 reports on the results of using this approach to develop an interpretive process model of
emergent bilingual learning and emotions from this approach (reported in Chapter 3).
The data source for phase one of the study was Jinwoo’s book that I encountered in May,
2016, an interview with Jinwoo and his mother Jiwon, the three newcomer Korean students’
responses to Jinwoo’s stories collected in one individual and one small group meeting of the
digital storytelling project 2sessions conducted in March, 2018, and relevant literature drawn
from the fields of bilingual learning, the psychology of emotion, and creativity studies. Jinwoo’s
book that had been kept in Woodbury school’s ESL classroom was collected for data analysis
purpose in November, 2017. Jinwoo and his parent provided a permission for the content and
images of the book to be used for both research and teaching purposes. I conducted an online
interview with Jinwoo and his mother online via Google Hangout in November, 2017 for the
purpose of gaining a deeper understanding of his stories by listening to the book author’s own
description of the schooling context. Both Korean and English were used in the interview and the
interview response was transcribed using the two languages.
I collected the three students’ interpretations of Jinwoo’s stories in one individual and
one group digital storytelling session meetings that were initially conducted as part of this
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I planned and conducted a translanguaging digital storytelling project initially as part of this
dissertation project. In the project sessions the three Korean newcomer students expressed their
ideas and feelings about Jinwoo’s stories and created their own creative storytelling artifact, a
storytelling video. Due to the researcher’s decision that was made later to focus on interpreting
Jinwoo’s stories, the data collected in the project sessions was not included in this study. The
three students’ video artifacts will be analyzed and presented afterward as a follow-up study.
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dissertation project. In the one-on-one meeting with each of the students, I read Jinwoo’s stories
with the student and invited the student to express his ideas and feelings about and
interpretations on the Korean emergent bilingual students’ emotional experiences at Woodbury
school that Jinwoo’s stories portrayed. In the group meeting, the three students read Jinwoo’s
stories together and shared the connections that they personally made to the stories providing
their unique insights on each theme based on their real school learning experiences. As a leader
of the two meetings, I created a positive and non-judgmental climate for sharing that encouraged
all three students to express their creative insights on Jinwoo’s stories (Basch, 1987). Both
Korean and English were used in both the one-on-one and small group meetings to support the
students to better express their thoughts and feelings. The meetings were audio recorded to
ensure the accuracy in documenting the students’ perspectives.
As mentioned above, I used the existing literature as data and I compared it with
Jinwoo’s stories and the three students’ interpretation of the stories. After the core processes in
my interpretive framework emerged, I consulted the literature to avoid “imposing predetermined
understanding and existing frameworks on the investigation” in the inductive theory
development process (p. 519, Heath, 2006; see also Glaser, 1998). I started searched for and
collected the existing literature in bilingual learning, emotions in learning, and creativity
development in K12 settings as I kept adding more relevant sources to the list of the collected
researchers’ works during the data collection and data analysis processes. The literature used in
this story is presented in chapter 3 as it is integrated in the descriptions of the inductive category
developing processes.
Phase 2: Korean emergent bilingual students’ classroom learning experiences. Data
for phase 2 of the study focuses on exploring the three newcomer Korean emergent bilingual
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students’ learning experiences and further developing the newly developed interpretive
framework in the first phase of the study. To capture the Korean emergent bilingual students’
emotional experiences in classroom learning situations and their teachers’ reactions to the
students’ emotions and scaffoldings that they provided to support the students’ emotions and
learning, I observed the three students’ classrooms as a participant observer two days a week for
eight weeks, from September to November, 2017. I was an active participant in the classroom
learning situation fulfilling my role as a Korean translator (Nelson, 1969), which enabled me to
actively participate in the interactions with the students and teachers, build rapport with them,
and thereby access data that otherwise the collection of it would have been much more difficult
or impossible. While in the classroom, I wrote the preliminary field notes that generally formed
an outline of the classroom happenings and interactions on the sequence of the events and typed
out the complete notes when I sit at my desk at the end of the day (Wolfinger, 2002).
I conducted one interview with each of the three new Korean emergent bilingual students
to develop a refined understanding of the students’ emotional experiences and their perceptions
on the teacher emotional scaffoldings that the students received in the classroom learning
situations. I conducted one interview with all three teachers of the Korean students respectively,
focusing on the teachers’ perceptions on their Korean emergent bilingual students’ emotional
experiences in the classroom learning situations and the emotional scaffoldings that they
provided for the Korean emergent bilingual students. Moreover, I interviewed one parent of all
the three Korean emergent bilingual students to compare their perceptions of their child’s
emotional experiences and emotional scaffoldings that the child received in the classroom
learning situations to the teachers’ and the three students’ perceptions. All interviews were inperson and semi-structured (Merriam, 1998), and I followed a basic interview protocol that was
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tailored to explore the three Korean emergent bilingual students’ emotional experiences and the
emotional scaffolding that they receive from the teachers in the classroom learning environment
(Barriball, & While, 1994; DiCicco-Bloom & Crabtree, 2006). Both Korean and English were
used in the interview with the three Korean students and their parents to help their understanding
of the interview questions and support them to better express their thoughts and opinions. All
interviews were audio recorded to ensure the accuracy in documenting the study participants’
perspectives.
I interpreted the data collected in phase 2, using the process model developed in Phase 1.
The results are discussed in Chapter 4.
Data Analysis
One of the main goals of the study is to investigate how the student creative artifact made
by a Korean emergent bilingual student illustrates the connection exists between bilingual
learning, the roles emotions play in learning, and students’ creativity development in the K-12
classroom using an inductive analysis approach. According to Patton (1990), in inductive
analysis the patterns, themes, and categories of analysis "emerge out of the data rather than being
imposed on them prior to data collection and analysis" (p. 390).To analyze the raw data collected
in the first and second phases and develop a theoretical framework that highlights the
connections between the related concepts, I used an inductive approach for qualitative data
analysis (Thomas, 2006) that particularly involves constant compassion, a method of joint coding
and analysis (Glaser, 1965).
The constant compassion method has been described in four stages: (1) comparting
incidents applicable to each category, (2) integrating categories and their properties, (3)
delimiting the theory, and (4) writing the theory (Glaser, 1965). Initially I read and reread the
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data until important themes and categories that particular phrases, incidents, or types of behavior
commonly represented. All data, Jinwoo’s stories and interview responses, the three new Korean
students’ responses to the stories, and existing literature, was checked and examined until many
of the nuances in the data were developed into initial categories. Each category in all data
compared with the rest of the data until the categories were reduced by grouping them together.
The categories were used to create the interpretive framework, the emotion process model, and
refine it (see Appendix E to check out the initial and final codes generated) by going through a
revision process in which I applied the initial model to analyze the interview and classroom
observation data (Dye et al., 2000; Pope, Ziebland, & Mays, 2000).

Figure 1. Inductive theory building process.
Moreover, this dissertation is inherently a study of narratives. This study started by
encountering and emphasizing with Jinwoo’s stories and further proceeded to documenting the
three new Korean emergent bilingual students’ experiences in the form of stories as well as how
the stories made creative contributions to others. The narratives that this study delivers highlight
how the small community of the Korean students was formed in the school through one student’s
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creative activity and how the more-experienced member of the community nurtured the
newcomer members’ qualities of lives in the shared learning environment (Carr, 1986).
Therefore, in this study, I used narrative both as data and as a methodological device (Elbaz,
1988) and studied the way the Korean students experienced the new learning environment by
analyzing their “storied lives” (Connelly & Clandinin, 1990, p. 2) illustrated in Jinwoo’s stories
and the three students’ story responses and investigating the Korean emergent bilingual students’
real life schooling context from which their personal and social stories were constructed.
The first thing to be analyzed was the stories in Jinwoo’s book, the case of this study. The
interview with Jinwoo and his mother helped me better understand Jinwoo’s schooling
experiences which occurred earlier than I joined Woodbury school as a volunteer translator.
Moreover, by comparing the stories with the existing educational literature in the area of
bilingual learning, emotions, and creativity and the three newcomer Korean emergent bilingual
students’ interpretations of the stories and their real life experiences in the same schooling
context, I developed a deeper understanding of Jinwoo’s stories and created an interpretive
framework, a tool that can be used for scholars to develop meaningful arguments about bilingual
students’ learning, emotional experiences, and creative expression in their transition to the U.S.
school and classrooms. Following the storyline of each topic of Jinwoo’s book, I particularly
focused on recognizing and reflecting on the kinds of positive and negative emotions that Jinwoo
was expressing in relation to his new learning experiences in Woodbury school. Also, by
analyzing the students’ responses to Jinwoo’s stories, I examined the positive and lasting effects
that the Jinwoo’s book made as a student creative artifact on other Korean bilingual students’
adaptation to Woodbury school.
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In order to analyze the data collected in the second phase of the study, I referred to the
initial process model derived based on Jinwoo’s stories in interpreting the Korean emergent
bilingual students’ emotions in their classroom learning situation. More specifically, in analyzing
the interview and observation data in the second phase of the study, the initial process model
provided me with the interpretive framework to view the emotions that the three new Korean
emergent bilingual students in Woodbury school were experiencing, in terms of what kinds of
emotions the students experienced in what situations and how their teachers were responding to
those emotions in the English-only classroom learning situation. This analysis process
demonstrates how the student-produced creative artifact can help educational researchers explore
the new phenomena, emergent bilingual students’ emotion and creativity, from a new perspective
emerged in the data collected.
Student Creative Artifact (Jinwoo’s book): Jinwoo’s stories were viewed and analyzed as
a social artifact through which the identities and concerns of small groups and communities are
shared with audiences in their mind (Gubrium & Turner, 2011). The repetitive patterns

emerged in the stories with regards to the issues of importance in this study, the Korean
emergent bilingual students’ emotions in the new linguistic and cultural school learning
environment, were sought in the coding process (i.e., thematic analysis, see Braun & Clarke,
2006) as they were compared to the themes emerged in analyzing other data sources collected in
the interviews, observations, and existing literature (i.e., constant comparison analysis, see
Strauss & Corbin, 1994 ). Meanwhile, the images in Jinwoo’s book were analyzed using holistic
approach (Saldaña, 2015) by which I generated language based data, analytic memos, with
regards to the students’ ideas, values, and culture (Freeman & Mathison, 2009) by documenting
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my initial impression and holistic impression of the visual data and going through descriptive
coding and emotion coding process (Saldaña, 2015, p. 57).
Interviews: I audio-recorded all interviews and transcribed them in the language spoken,
either English and Korean after each interview was conducted. The interviews that were
conducted in Korean were not translated in English and instead transcribed and analyzed in
Korean because as a Korean bilingual speaker I thought there was a possibility that the meaning
of the words, phrases, and sentences could change in the translation process. The coding of the
transcribed interview data was conducted during and after data collection. I first performed the
manual coding using a pencil and hard copies of interview transcriptions (Saldaña, 2015). It was
a process of searching for emerging patterns in the interview data and comparing what study
participants have said in the interview with the themes emerged in Jinwoo’s stories, classroom
observations, and the literature in related areas (Weiss, 1994). The words and phrases that I
jotted down in the preliminary interview coding process were considered and further developed
into final codes in the following analytic procedures using Affective Coding Methods (Saldaña,
2015, p. 124) that was conducted electronically using NVivo. By focusing on the study
participants’ opinions, emotions, and actions in the affective coding process, I could better
understand the student participants’ intrapersonal and interpersonal experiences in the classroom
learning situation that involves both positive and negative emotions and the teachers’ reactions to
the students’ emotions and scaffolding behaviors to support the students’ learning.
Field Notes: Over the course of data analysis processes, I developed small stories that
described the details of the Korean emergent bilingual students’ emotional experiences in the
U.S. classrooms (Creswell & Poth, 2017). My first person writing in the field notes represented
my gaze toward and particular concerns about the students’ emotional experiences and
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engagement in learning and creative expression activities (Atkinson, 1992). Particularly, I put
emphasis on ‘depicting’ the learning environment in which the multiple incidences that involved
the study participants’ emotional experiences and reveal the situational characteristics of
English-only classroom learning environment. I coded the field notes, establishing categories
based on the themes emerged in the observation data. I particularly focused on the three Korean
students’ emotion and engagement patterns in the classroom learning activities and creative
expressions and used the categories to revise and further develop the process model that was
initially developed in the first phase of the study.
Trustworthiness
To enhance dependability (‘if the study result is consistent and dependable’, see Lincoln
& Guba, 1985) of the study, I used triangulation strategy by using multiple sources of data as
evidence and locating the evidence of a code or theme that I created in those multiple sources of
data (Denzin & Lincoln, 1994; Lincoln & Guba, 1985; Yin, 2009). A variety of data sources,
such as Jinwoo’s stories, interviews, and observations were used to reveal the multiple facets of
the process in which the student-produced creative artifact made contributions to other bilingual
students and an educational researcher and more accurately represent the realities that the Korean
emergent bilingual students were encountering in their transition to the new U.S. schooling
environment. In describing the students’ emotional experiences in the English-only classroom, I
focused on providing a detailed rendering of small slices of interactions, experiences, and actions
between the students and the teachers (Creswell & Miller, 2000; Denzin,1989). The research
settings, Woodbury elementary school and the classrooms where the Korean emergent bilingual
students were learning and experiencing their linguistic and cultural transitioning phase every
day were described in vivid details, so the rigor of this study could be maximized (Ragin &
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Becker, 1992). I also used member checking procedure (Creswell & Miller, 2000; Lincoln &

Guba, 1985) by which I convened all study participants, Jinwoo and his mother and the three
Korean students, their teachers, and their parents, asked them to confirm the credibility of my
interpretation of the data and narratives, and incorporated the participants’ feedback into the
final narrative presented in the study.
Moreover, to minimize my biases that could shape my interpretation of the study data, I
reflected on my assumptions, world views, and theoretical beliefs, so readers could better
understand my positions and clarify the potential bias to the study (Creswell & Poth, 2017;
Merriam,1998). On one hand, I believe that the similar learning experience that I share with the
Korean student participants as a bilingual graduate student at my university allowed me to see
what other people might not have been able to see in observing the Korean students in Woodbury
school (Duncan, 2004; Eisner, 1991). In 2015, I started my master’s degree at the University of
Connecticut studying Reading Education and Language Arts. I still remember how I was feeling
excited about going back to school and studying reading education in a U.S. teacher education
program as I hoped that I could apply the knowledge that I learned to teach my students in
Korea. However, it did not take long for me to realize that studying in the U.S. university
speaking English as my second language was not just a hopeful and enjoyable experience. I was
the only nonnative speaker of English in the program and there were several moments when I
could not entirely understand what the English speaking instructors spoke to the class. Although
no one judged and made an issue of my English proficiency, I felt frustrated about my
“imperfect” English skill as I could not understand some words and expressions spoken in the
new linguistic and cultural learning environment. I became more self-conscious about my
English language skills as I made some grammatical mistakes while speaking in the classroom
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discussions (to know more about international students’ self-conscious emotions about their
English in the U.S. university, see Yeh, & Inose, 2003). I felt ashamed of my insufficient English
language proficiency comparing to my English native speaker counterparts so I ended up
stammering in some of the classroom conversations with them. I was having an extremely
difficult time during the first week of the semester. I could not even eat anything before and
during the classes because I was suffering from stress-induced stomach pain.
To this day, I remember the gloomy and lonely feelings that I had in my graduate classes
during the first couple of weeks. The negative emotions that I was experiencing due to the
language barriers in the English-only classrooms were detrimental enough for me to lose
motivation needed to actively engage in the classroom learning activities. From such experiences
of mine, when I first came across Jinwoo’s book and read his stories, I felt like I found myself in
his stories as well, who was feeling daunted by the overwhelming emotions in the English-only
learning environment. I felt bad for the young students who have been dealing with such
difficulties on their own. I started to think about what I could do for the newcomer Korean
emergent bilingual students in Woodbury school, reflecting on what Jinwoo had done for them
and his book illustrates: being with them in the classroom, helping them understand and
communicate with the teacher and the peers and express their thoughts and feelings, and telling
them they are okay and doing well praising and encouraging their efforts.
On the other hand, however, I was being cautious at the same time not to bring my nonevidenced assumptions to analyze the data, which could harm the validity of the study (Devine &
Heath, 1999; Pidgeon & Henwood, 1997; Olesen, Droes, Hatton, Chico, & Schatzman, 1994). I
applied both insider and outsider perspectives approaching the data. I used my insider view as a
bilingual learner in the U.S. school as a resource for exploring the thoughts and emotions of the
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Korean emergent bilingual students in Woodbury school, but at the same time I took some
distance from the students and tried to take a new look through the lenses of the students’ eyes
without taking my assumptions for granted (Rosaldo, 1993). In using my insider-ness, not only I
paid attention on the similarities, but also the differences between me and the student
participants. I acknowledged the fact that my experiences as a bilingual learner in the Englishonly university classroom were not the same as the Korean students’ learning experiences in
Woodbury school. I shared the membership as a Korean English bilingual speaker with the three
Korean students, which initially permitted me to access the study site, Woodbury elementary
school, as a translator for the students. Indeed, while volunteering and collecting data in the
school, the students would come and talk to me without hesitation because I could communicate
with the students using Korean. However, I had to make sure not to essentialize them as a
Korean or a bilingual learner and take the stance that I therefore understood them well. Although
I often felt empathy for the students while observing their difficulties as a newcomer bilingual
learner, I admitted that still I would never be able to fully understand the students and view the
world in the same way as they did (Gadamer, 2000). I resisted making stereotypical and
inaccurate interpretations of the students’ behaviors and assuming their emotional experiences to
be the similar with mine bearing individual differences in mind.
One way I used to be reflexive about how I reached and interpreted the data was reading
the recorded interpretations of the data out loud to myself and thereby examining my intellectual
and emotional reactions to the study participants’ actions and words (Brown, 1994). It happened
as on-going processes whenever I found the need to find how and where my assumptions and
views affected my interpretation of all data sources and how I later wrote about them.
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The entire process of working on this qualitative study enabled me to recognize my
bilingual and researcher self (Chiseri-Strater, 1996). In Woodbury School, usually I was the only
one adult who could understand the language of the Korean emergent bilingual students, and
therefore often times I found myself naturally acting a protective guardian role for the students in
their classrooms. Indeed, observing in the Korean students’ classroom and witnessing them get
in trouble due to the language barriers was emotionally difficult, which made me feel as if my
own child or I was going through the same difficulties and emotions. When the Korean students
showed their feelings to the teacher, I even experienced a sense of distance to their teachers.
Whenever I felt this feeling, I tried to remember that my interpretation of the study could be
influenced by my feelings, experiences and perspectives. Although I admitted that my
interpretation would inevitably be influenced by my prior experiences and the meanings and
emotions that I put into it, I always tried to maintain my critical narrator voice so that I would not
distort and bias the research results with the groundless interpretation in the course of my
research.
Meanwhile, through my experience doing the school-based research, I also thought about
my identity as an educational researcher that have been presented to the members of the school,
particularity to the teachers who participated in this study. I was an educated person who were in
a Ph.D. program in education and performing a researcher role by sitting in their classrooms,
observing their classroom lessons, and constantly jotting something down. Although I was
assisting the teachers as a translator in class, I came to realize that the activities of a researcher
who continued to observe and write down things could affect the teachers to feel their teaching
were being evaluated or judged, and therefore give them a big burden. Especially, considering
the fact that many teachers in the U.S. lack information and resources about bilingual teaching
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(O'Neal, Ringler, & Rodriguez, 2008; Coady, Harper, & De Jong, 2016), it would not have been
easy even for experienced teachers to disclose and share the area of practice that they were not
familiar with a Korean bilingual adult who was wearing an educational researcher hat.
In fact, I consistently helped the teachers in their classroom for more than two years and
could build relationships with them. I could complete all the data collection activities that I had
planned with their support. However, I always went into the data analysis, mindful of the
possibility that my presence in the classroom, who were always writing something down,
especially the presence of a bilingual researcher, might have put a strain on the teacher and
affected the teacher's behaviors in the classroom in some ways. I was cautious not to take a
judging and/or demonizing stance in analyzing the teachers’ teaching practices and support for
the Korean bilingual students. Working as a graduate student researcher and teacher educator so
far, I had witnessed the strong will that all teachers have toward educating their students. In
analyzing the teachers’ words and behaviors for this study I tried to understand them based on
what I had observed in their classroom, the well-intended teachers and the efforts that they made
to more effectively teach their students.
In summary, this study provides detailed descriptions of how a student creative artifact
and the stories that were written by a former Korean emergent bilingual student in it contributed
to enhancing other emergent bilingual students’ learning, emotion, and creative expression in the
U.S. schooling environment and an educational researcher’s understanding of bilingual learning,
emotion and, creativity development. Examining the case, Jinwoo’s book, by using multiple
sources of data allowed me to investigate the creative insights that the Jinwoo’s stories reveal,
the Korean bilingual students’ learning and creativity development with rich contextual insights
on English-only school learning environment. I also used the research approaches derived from
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ground theory and narrative inquiry research to create and describe an interpretive framework
that illustrated how Jinwoo’s book made contributions to the knowledge development of
educational researchers in the related fields. To make the product of this study believable or
plausible, I used strategies such as triangulation, thick descriptions, member checking. Also, I
provided a reflexive account of the actual research process including my behaviors and emotion
as a researcher so that the study can become valid, rigorous and relevant and enable richer
understandings.
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CHAPTER 3. JINWOO’S BOOK: A STUDENT-GENERATED CREATIVE ARTIFACT
The author of the book, Jinwoo, attended Woodbury elementary school with his younger
sister Hyeji from February 2015 to June, 2016. Just as many other newly-arrived students have
had difficult transition to U.S. Schools (Friedlander, 1991), Jinwoo spent quite a time struggling
with language barriers in the school. The whole process of adapting to the new linguistic and
cultural schooling environment was such a series of difficult times that he later explained using
the word "survival." While having hard time himself, Jinwoo witnessed other Korean students
experiencing difficulties as well, not being able to adequately understand and communicate with
their teachers and peers in English.
Jinwoo: Even now, I often think of Devin, a young Korean student in the first
grade at the time. Devin couldn’t understand and speak in English at all, so he
was struggling a lot. He yelled and cried in the classroom every day, all week
long. I felt so sad for him. Devin would go to the bathroom very often and one
day he disappeared on the way back to his classroom. He got lost in the hallway.
Since then, I would take Devin to the bathroom and back to his classroom several
times a day. Whenever I had free time I went to see Devin. The first thing that I
would do in Devin’s classroom was checking if he was again in some kinds of
trouble or not. I would talk to Devin in Korean and help him communicate with
his teacher.
Devin, one of the new Korean students in the school at the time was having extremely
hard time adapting to his first grade classroom. Jinwoo would often witness Devin cry and
scream in the classroom. From Jinwoo’s point of view, Devin was expressing his frustration of
not being able to communicate with his teacher and classmates with all his might. Sadly, as the
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days went by Devin’s adaptation to the new linguistic classroom environment was getting even
more difficult as his disruptive behaviors intensified. Jinwoo felt very sad for Devin. Witnessing
young Devin struggling in his classroom created a deep-seated empathy in Jinwoo’s mind,
recollecting his own struggles and the negative feelings that he had experienced in the Englishspoken classroom at the beginning. So Jinwoo jumped in to help Devin. Jinwoo voluntarily
visited Devin’s classroom to help him understand and talk to his teacher and did whatever he
could do to help Devin feel more comfortable and engage in the classroom activities.
Since then, Jinwoo even started to reach out to and help other Korean students who he
had not talked to before. He approached the new Korean students who were experiencing
difficulties, talked to them in Korean, and provided some useful information about the school. If
there was a conversation issue between a teacher and a new Korean student, the ESL teacher
would send Jinwoo to the student’s classroom. Then Jinwoo would translate between the teacher
and her or his Korean student by speaking both English and Korean, the languages that they
could respectively understand. Helping other Korean students was emotionally rewarding for
Jinwoo. It brought him unexpected joy and happiness. Before, Jinwoo had often felt lonely in the
school when he had looked around and felt like he was “alone.” But when Jinwoo was helping
other Korean students and talking with them in Korean, he felt like he was getting the strength
and energy that he needed to overcome the challenges he was still facing in the school life.
Approximately a month prior to returning to Korea, Jinwoo and his sister Hyeji planned
to do a special ‘going-back-home’ project to celebrate the memorable time they spent in the
United States. Jinwoo’s sister who loved writing decided to write a short novel portraying her
experiences at Woodbury school. On the other hand, Jinwoo who was more interested in
nonfiction narrative writing at the moment planned to write a survival guide for newcomer
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Korean students in the school. Although Jinwoo missed his home country, Korea, so much, at the
same time he felt bad and worried about leaving other Korean students, especially the young
students who had just joined the school. For that reason, Jinwoo decided to write stories of
himself, Devin, and other Korean students that illustrated some notable happenings in the school
and the difficulties that they experienced in them, which he viewed could become helpful
resources for supporting the younger and newcomer Korean students’ learning in Woodbury
school. It took a long time until Jinwoo finally selected the eleven topics to write because there
were so many stories that he wanted to share with other Korean students. Once those topics were
decided, however, Jinwoo could quickly write and complete the stories. He also shared that he
truly enjoyed the storytelling of his writing and that he felt as if he was sitting face-to-face with
new Korean students and comfortably telling his stories to them.
Eleven Real-life Stories that Jinwoo Shared
The eleven stories in Jinwoo’s book feature his most memorable experiences in the U.S.
school that he wanted to share with other Korean emergent bilingual students (See Appendix A).
Before long, as he had hoped, the three newcomer Korean emergent bilingual students, Semin,
Yongjun, and Minho who later joined Woodbury school read Jinwoo’s book. In March, 2017, the
three newcomer Korean students met and share their ideas about Jinwoo’s stories in one one-onone meeting with me and one group meeting as part of the translanguaging storytelling project
session that I had initially planned as part of the dissertation project (for more information about
this study, see p.16). The three students in the meetings mentioned that they had felt that all
eleven stories in Jinwoo’s book effectively represented the difficulties that they were commonly
having in their transition to the new schooling environment. In the following, I display Jinwoo’s
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eleven stories along with the three Korean students’ responses to and interpretations of each of
the stories shared with me in the meetings.
Despite Jinwoo’s absence in the meetings, the three newcomer Korean emergent
bilingual students deeply engaged in the collaborative story-sharing and meaning making
processes in the manner that they honestly and creatively responded to Jinwoo’s thoughts and
feelings. The students’ participation in the meetings demonstrates the collaborative ZPD creation
process that Vygotsky (1934/1986) suggested in which partners’ intellect and affect are fused in
a unified whole. In the meetings, the three students, as the newcomer members of the bilingual
learners’ community in Woodbury elementary school, read Jinwoo’s stories and participated in
the conversations with him, the more knowledgeable member of the community. They
appreciated the emotional support that Jinwoo delivered through his stories and presented their
new story responses that even enhanced Jinwoo’s understanding of the shared schooling
environment. The students’ activities in the meetings identify the social practices that Vygotsky's
(1978) and Luria's (1981) formulated, in which children use cultural artifacts as "cultural tools,"
that mediate thinking, engage in the certain discourse, and accomplish intellectual work.
According to what Vygotskian theorists such as Mahn and John-Steiner (2002), in the meetings
the three Korean students were successfully constructing a joint system in which they were
giving shape to the shared text by expanding the early member Jinwoo’s stories, drawing on their
mutuality as well as their differences in knowledge and emotions.
Story1: school bus.
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In School Bus, it is kind of scary for some reason. Because there could be bully or
bullies in your bus. And so the bus driver can be strict or scary or even mean…
하지만 버스기사가 착할 수도 있으니 걱정하지 않아도 돼

(However, your bus driver

can be a good person, so you don’t have to worry).
This story clearly demonstrates the scary feelings and anxiety that the three newcomer
Korean students experienced on the school bus. Yongjun felt scared and shy to seat with
‘American students’ who he did not know and could not communicate with from the very first
day of school. In that sense, Semin was lucky because he could always take the bus and sit with
Yongjun on the bus since he joined Woodbury school. Sometimes Minho missed his bus stop so
had to stay on the bus for a long time, which he later referred to as the ‘bad memories’ that he
did not want to think of again.
Story 2: lunch & recess.

35

At lunch, you will get surprised (*Korean: lunch time will be very shocking to
you). Because there is a lots of people talking and screaming but if you find a
friend to talk with it wouldn’t be that loud as it was (*Korean: if you find someone
who can chat with you at lunch time, the noise won't bother you that much
anymore) …
This story vividly reveals the frustration and fear felt by the Korean students who could not buy
lunch or snacks for themselves and understand what was going on in the cafeteria.
Semin: I had to pay lunch money to the teacher IN THE MORNING, but I didn't know
that. And I didn't know who to pay, either. So I put it in my shoe because I was worried
that I might lose it. I ended up carrying it in my shoe all day.
Minho and Yongjun said that at the beginning they had sat in the cafeteria alone feeling puzzled
and isolated, not knowing what to do until they learned how to buy lunch and snacks with the
help of their friends. All three students shared their common experiences of feeling scared by the
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loud noises that filled the cafeteria such as the lunch staff shouting "Be quiet!” with a light
suddenly turned off in the middle. Semin said, "Mrs. K won’t know what I was going through
and how I was feeling disappointed and sad about my first ice cream pass. I was holding it for
long but ended up giving it to a student passing by, because I just did not know what I was
supposed to do with it.”
Story 3: get into trouble (CTC room).

If you get into trouble in Woodbury it is going to make your life way harder.
Because at Woodbury our principal wants us to be a good kids,… So, if you don’t
behave well teachers will give you a punishment…make you go to [a room] and
fill out a form…They ask you a question what you did wrong and if that could
hurt someone or their feelings and next time how you are going to change your
behavior and attitude…하지만 네가 되게 좋은 학생이고 선생님 말도 잘 들으면 문제를
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일으키지 않을 것이야

(But don’t worry. If you are a good student and behave well,

you wouldn’t cause any problems)
The CTC room, where the students in Woodbury were supposed to go when they either
misbehaved or got compliments, was a scary place that all three students, including Yongjun
who had already been to the room several times but still wanted to avoid going there. Although
Yongjun did not mention the details of how he ended up going to the room and what he did
there, he said, “I'm scared of this room, it makes my heart pound. I'm afraid I'll have to go back
there.” Minho said that to avoid going to this room, he paid close attention to his teacher. Yet, he
often felt nervous because he could not know exactly how to behave and meet his teacher's
expectations.
Minho: I didn't want to get in trouble, but it was hard to know what I was and
wasn’t allowed to do in the classroom. So there were many moments that I felt
worried if I did something wrong.
Meanwhile, Semin left an impressive comment while reading this story: "If the principal calls me
up and I go to this room, I don't think I would know if it's for a good thing or because of
something I did wrong. I'm not sure if I will be able to understand him correctly."
Story 4: presentation (speaking to the class).
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When you become 4th, 5th, or 6th grade your teacher will make you do a
presentation (*Korean: your teacher will tell you to do a project) and also they let
you choose the topic but when you are choosing a topic (*Korean: You may not
know what to choose to present, then,) try to pick something that is specific and
the one you know a lot for topic. Because it’s a way easier to make a presentation.
Speaking in class including making a presentation was the most difficult and avoidable activity
in the classroom for all three Korean students. Yongjun who still remembers the embarrassing
moment he had to call other students’ names in the game the class played at the beginning of the
semester said that just telling their names in front of other students was difficult.
Minho: I usually have other group members talk to the class, instead of me. When
I was called on by the teacher, I often said "No” or "pass."
Yongjun: There are a lot of times when I just don't say anything and stay quiet.
It's really hard to speak in class in English.
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Semin: Basically, I can't properly express my thoughts even about something I
know very well. Sometimes my teacher asked me questions even though I didn't
understand anything. I felt bad then because I felt like I was humiliated.
Yongjun: I know the feeling. I didn’t raise my hand because I didn't know how to
say it and I didn’t want to say anything. But Mrs. K kept asking me questions. It
makes me angry.
Although he had not made any presentations in the classroom yet, Minho told us that he would
have been worrying a lot if he had to make a presentation speaking in front of other students in
English. Meanwhile, when it comes to Jinwoo's advice that recommended making a presentation
about something they know well, Semin said that it would be better to do what he liked than
what he knew well. He thought it would be better for him to pick a topic that he liked when he
had to do a painful and difficult job anyway. Yongjun said, "I often wondered what other
students were saying while I was making a presentation because I couldn't understand what they
were talking about." He added that he felt jealous of his classmates who were good at speaking
in class and making presentations. Yongjun also felt so shy and embarrassed to think that his
native-speaking classmates would be listening to him making a presentation in front of the
classroom with making many mistakes.
Story 5: nurse.
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Nurse is very kind (*Korean: Nurses are very nice). They get a call when you are
absent and they call to your homeroom teacher. Also, they give you a box for
loose tooth/teeth, and when you are sick they give you a bed to stay calm and take
care of you. 약을 먹여주기도 해(They even give you medicine). I think we should
give applause for Nurse!
Not only Jinwoo but also Yongjun kept some vivid memories of being helped by the
school nurse on a sick day not long after they first came to school. Yongjun, who went to the
nurse's room but could not speak in English about what was wrong with him, had nothing to say
but "I can't speak English" and "Help me." In such a difficult situation that Yongjun and the
nurse could not understand each other, the nurse still took good care of him. Yongjun knew that
the nurse spoke slowly on purpose to help him understand, which greatly contributed to
reassuring him. Yongjun always felt happy to think about the day he spent in the nurse’s room.
Story 6: gym = challenging / fun.
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At Gym, it could be fun but sometimes it can be challenging because when you
just play outside and play games it could be fun but when it is a time for a health
test (*Korean: when you take a test, it will be very difficult). But later on, it is
going to be fun at gym!
Minho liked gym classes the most out of all the time spent in Woodbury school because
he did not have to struggle with speaking or writing in English during the PE class. He added,
“But when I just came to school, I wouldn't have been able to do anything even during the PE
class without the Korean classmate who translated the teacher for me.” Likewise, Semin and
Yongjun said that they expected physical education to be always fun, but in reality, there were
many difficult moments. No matter how fun and interesting the activities were, they could not
understand the teacher's description of them and their rules. It was difficult for the two students
to participate in many of the activities smoothly.
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Semin: The first day I came to Woodbury, the first class was a PE. We played a
game where the class were looking for the cards with the kids' names on and then
the matching students as well. The cards were hidden beneath the cones. It
seemed like a fun game but I felt frustrated because I didn't understand the teacher
and the rules of the game at all. So I just copied what other students did. But you
know what, I failed anyhow, I could not read the card, the student’ name on it.
“Just like Semin,” Yongjun added, “I had to just follow what other students were doing in the
gym because I could not understand what the teacher was saying. I felt so uncomfortable when I
had to imitate other students around me like that, knowing nothing.” Yongjun said with a frown
that whenever he had to imitate the students next to him in class, he felt that he had not
understand important things properly and felt bad about it.
Story 7: whale-done rewards.

43

If your class behaves well and your class works as a one class, teachers and
custodians will give your class a whale-done. If your class collects 25 or 50, your
class gets to vote what we are going to get a reward as a class. 좋은 것을 골라야지
(choose a good one)!
“Whale-done? Why would he want to write about this?” Minho first wondered, but soon he
nodded knowingly. Minho said, “Maybe, he didn't know what it was at first. So he might have
wanted to give some information about it to us.” Yongjun, who heard that, shared a story with us
that once his class got the highest Whale-done points and won an award for bringing a cell phone
to school for one day. He almost could not bring his because he did not know what was going on.
“I didn't know what the teacher was talking about because she used a different
word instead of ‘Hand-phone’ (i.e., cellphone). But everyone was making a lot of
noise, so I asked a classmate sitting next to me why they were so excited. If I
didn't ask him, I would have been the only one who did not bring a phone.”
Upon hearing Yongjun’s words, Semin said to himself with a sour face, “If you’re good at
English, you can know all this, but if you don't, it's hard to know.” He also told Yongjun and
Minho with a serious look, “You have to keep an eye on other kids around you and listen to them
so that you can prevent such embarrassing events like only you don’t bring in something
important”
Story 8: English second language.
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At ESL, it is going to be your most helpful part of the day. And feel free to talk in
English at ESL (*Korean: You don’t have to worry about speaking in English in
the ESL room). 왜냐하면 아무도 너에게 영어를 못한다고 얘기하지 않을 것이야
(Because in the ESL room, no one will tell you that your English is bad). Also,
you could have fun especially at Friday which is a Game day (*Korean: Fridays
are game days and you will have a lot of fun).
While reading this story, a happy smile spread across the faces of all three students. They said in
one voice, “The ESL Room is a very comfortable and happy place where we get a lot of help.”
Minho: It’s a place where I learn English and it really helps me a lot.
Yongjun: I feel happy when I think of the ESL classroom. ESL teachers always
help me. It's very helpful to learn what I am going to learn in Mrs. K’s room in
advance in the ESL classroom.
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Semin even said that ESL classroom is like heaven to him. He felt thankful for ESL teachers who
always asked him how he was doing and feeling and took good care of him. At first Semin felt
uncomfortable to stop what he was doing in his mainstream classroom and come to the ESL
room unlike most of his classmates. But Semin soon found that he could learn and speak English
more easily in the ESL room. He agreed with Yongjun that he could participate in the classroom
learning activities in his fourth grade classroom with confidence after he previewed reading and
writing lessons with the ESL teachers in advance.
Story 9: classroom.

At classroom it is really important to learn and learn lots of new, hard, and fun
learning at classroom (*Korean: You learn very important, difficult, or fun stuffs
in the classroom). Also you have to call your teacher one of Mr., Ms., or Miss. So
have fun! Also, you could get a lots of new friends (*Korean: I hope you have
many good friends, Good luck)!
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All three students vividly remembered the moment when they first stepped into their
classroom and the very first feelings that they had about the new place. Yongjun remembered the
fear that he first experienced surrounded by other students who he could not understand and the
classroom where everything was written in English and no Korean was found. Minho said with a
naive look, “I still remember the situation when I sat still all day in the classroom in a helpless
manner, not knowing what to do.” There was hardly anything Minho could do in class when he
was placed in the first grade classroom right after his arrival at the U.S. Minho sat alone and
drew pictures on blank paper all day long. At first, Minho was surprised and happy that he did
not have to study in class. But he could no longer endure the boredom, anxiety, and loneliness he
felt after spending several days drawing by himself without understanding and saying anything.
Minho said that he remembered his first-grade classroom as a frustrating and boring place where
he could not do anything.
Story 10: fire drill.
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As it is in Korea, there is a Fire Drill at America, too. But don’t worry, it is not
real. It is just a practice if there is a real fire on the buildings (*Korean: It's scary
when you have a fire drill, but you don't have to worry because it's not a real
situation)…그래도 아무 때나 막 신속하게 해서 진짜 같이 만드는 것이야 ( You'll have
frequent fire drills at school, so that we can evacuate immediately anytime in the
event of a real fire). So keep practicing!
“A fire drill here in the United States is so real, it is so different from the fire drills we've done in
Korea," the three students said in chorus. They said that ‘American’ fire drills were very scary at
first because the alarm sounds were so loud and real. Semin said that at first it was difficult for
him to tell if it was real or for practice as he saw the teachers lock all the classroom doors with a
serious look and the fire trucks giving off warning lights in the parking lot.
Yongjun, who did not even know what fire drill was at first and just followed his friends outside,
said that he was not afraid of fire drills any more. But in the first couple of fire drills he was so
nervous and worried just as Semin because those looked like real fire situations to him.
Meanwhile, one of the three students was able to comfortably participate in the fire drills from
the very beginning. It was Minho. Minho, the only one who had met Jinwoo at school, said that
he was able to accept the situation without being surprised by the kind explanations of fire drills
that Jinwoo had offered him in advance.
Minho: Jinwoo once told me about it in the ESL room. He emphasized that it was
a training, not real. The sirens were loud, so I was a little surprised, but I didn't
worry because I knew it was training in advance.
Minho said he would have been really shocked and scared if he had not heard about the fire drill
from Jinwoo in advance.

48

Story 11: lock down.

In Lock down, it is more scary than a Fire Drill. Because it is more serious
(*Korean: it is a more serious situation than fire drills). Lock down is when some
unsafe person is in outside of the building or they might be inside. So, we are
pretending that nobody is in Woodbury.
Minho said that he just sat quietly during his first lockdown as he could not understand the
situation. He said he was not feeling scared of the lockdown situation simply because he did not
understand the teacher's directions at all. Yongjun, on the other hand, made a slight expression of
fear as he looked at the images that Jinwoo drew in black tones to illustrate his dark feelings
about lockdown practices. He said, “It's a little scary, because you have to close all the windows,
turn off the lights, and close your eyes…you don't talk at all.” Yongjun said, “If a situation like a
lockdown comes suddenly, you should look around your classmates, grasp the situation
carefully, and copy your friends.” To this, Semin said, “If you hear the word ‘practice’, it means
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it's a fake situation,” stressing that new Korean students coming to Woodbury school should
know how to distinguish trainings from real emergencies.
A Student Artifact that Identifies Bilingual Identity and Strengths
The first thing that I noticed on Jinwoo's book was that it was a ‘bilingual’ resource
written in two languages, Korean and English. Every theme in his book was first written in
Korean on the left side and then in English on the right side. Jinwoo expected that this type of
bilingual writing, presenting Korean sentences first and then English ones, could contribute to
newcomer Korean students’ accurate understanding of the U.S. schooling environment and their
development of English proficiency at the same time. Jinwoo’s book is a nice example of
“identity texts” that Cummins (2006) suggested as emergent bilinguals’ production of written
texts that share their past and present challenges and experiences as well as their cultural and
linguistic resources. According to him, this type of texts recognizes the impact that emergent
bilingual student’s emotional, cultural, and personality characteristics play in learning, as
demonstrated in Jinwoo’s descriptions of his personal experiences in the new learning
environment, cultural conflicts that he encountered, and the emotions that he felt in the Englishonly school and classrooms as well as his bilingual writing in English and Korean.
At one point, Jinwoo had realized that most newcomer Korean students in his school
began to learn English as they started to go to school. He thought that in order to help new
Korean students better understand the messages in his book he needed to write them in Korean
first. Jinwoo also expected new Korean students who stay all day long in the new and
overwhelming English-only environment to be able to experience comfortable feelings by
reading their home language written in his book. On the other hand, Jinwoo wrote the same
stories in English as well so that new Korean students could learn the English vocabularies and
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expressions used in his stories. He hoped that the bilingual writing in his book could lessen the
avoidance and fear that new Korean students could experience toward English as they compare
the English sentences written in each story with the Korean version of it and feel more confident
about reading English.
Indeed, many newly-arrived students in the U.S. schools are proficient only in their home
language, and start to learn and speak English once they learn how to use it in the new education
setting (Christensen, & Stanat, 2007; Fillmore, 1991). Therefore, at the beginning of their
transition to U.S. schools, they receive extra English learning support due to their lack of
communicative and academic English language skills (see Callahan, Wilkinson, Muller, &
Frisco, 2009; Fitzgerald, 1995). Educators and legislators have mostly referred to these nonnative English-speaking students as English language learners (ELLs) or Limited English
proficient students (LEPs) (García, 2009b). The problem of using these terms, ELL and LEPs, is
that they can affect educators not only to categorize students as either limited English proficient
(LEP) or English proficient (EP) but also to implicitly label their limitations in language and
academic possibilities. Scholars have criticized the deficit model that many pre- and in-service
American teachers have had which views the cultures and languages of the students as deficient
and in need of remediation and assimilation to the dominant AMERICAN language, English, and
culture to cure the students’ poor classroom performance (Flores, Cousin, & Diaz, 1991; SuarezOrozco, & Suarez-Orozco, 2001). Categorizing and calling these students who are in the
developmental process of learning English as ELLs or LEPs reflects a monoglossic ideology that
legitimizes monolinguals’ linguistic practices and lacks of recognition of students’ bilingualism
as a resource (García, 2009a, 2009b).
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In this regard, García argued labeling those students who are in the beginning stage of
moving along a bilingual continuum as “emergent bilinguals” instead of ELLs and LEPs,
emphasizing the need to focus on the students’ strengths and develop their bilingualism through
schooling in the United States. Bilingualism refers to the ability to use more than one language
(Baker, 2001). Traditionally, only the people who could speak both two languages perfectly were
considered as bilinguals (Bloomfield, 1933). However, since the emergence of sociolinguistics
that studied the language use in the different social contexts and viewed language learning as the
continuous developmental process (Haugen, 1953; Weinreich, 1953; Deibold, 1964), the concept
of bilingualism extended. Even a minimum proficiency in two languages and language users who
are at the beginning state in another language have been considered bilingualism and bilinguals
(García, 2009b). Calling students as emergent bilingual rather than ELLs or LEPs reflects
educators’ higher expectations on these students and intentions of supporting the students by
building from the students’ strengths—their home language and cultural practices (García,
2009b).
In reality, during the two years that I volunteered in Woodbury school, I did not hear any
Korean students being referred to as ‘Korean bilingual student’ or ‘Korean emergent bilingual
student.’ Since the teachers were not familiar with the terminologies, when conversing with them
I had to use either of other terms, ELLs or ESL (English as a Second Language) students, to
facilitate the conversations with them. However, following García's point of view, I too view the
Korean students that I met in the U.S. schools as emergent bilingual students who “slide along
the bilingual continuum as their language practices develop complexity and eventually
encompass the academic standard language practices of school” (Garica, 2009b, p. 324).
Therefore, in the following I refer to my Korean student participants as Korean emergent
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bilingual students. Jinwoo’s book is a good example that demonstrates his identity and
capabilities as a Korean emergent bilingual student utilizing his home language as well as
English to make and express meanings.
Although English is the main language of U.S. schools and classrooms, Jinwoo's writing
begins in Korean. Jinwoo said that he wrote the Korean version of the story first on each topic
and then proceeded to write the English version on the next page. Cummins suggested (1980,
1991) that bilinguals learn and use a new language with the support of their native language. It
was very natural for Jinwoo to write each topic in his native language first and then in English,
which made his English writing process easier for him. His choice of language, Korean, clearly
demonstrates that he already recognized and considered his readers before undertaking his
writing task. Jinwoo’s proficient Korean writing exhibits his ability to think and write in Korean
to the extent that he could deliver his thoughts and effectively communicate with other Korean
students. He wrote the English version of the stories for all themes and juxtaposed them with the
Korean version of the stories. Jinwoo’s English sentences reveal his ability to use English as a
linguistic resource to convey his meaning using the language spoken in the context of U.S.
schools and classrooms. Jinwoo’s Korean and English writings identify his bilingual identity and
ability to effectively utilize them to express his thoughts and ideas and thereby connect the new
world that he encountered with the world that he previously experienced by using his native
language, Korean.
Jinwoo’s linguistic identity and ability as a bilingual are also shown in his perception of
the differences between languages. Later, after reading through his writing draft in two
languages, Jinwoo found that there was a slight difference between the Korean and English
versions. However, later Jinwoo said, “I concluded that it was the natural difference resulting
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from the linguistic and cultural differences between the two languages, so I didn’t change them, I
let each language give a unique way of telling my thoughts and feelings.” What Jinwoo said in
terms of his different language usage demonstrates the meta-cognitive language ability
(Bialystok, 1986; Bialystok & Ryan, 1985) that he as a Korean bilingual harnessed by properly
using both Korean and English in consideration of different socio-linguistic contexts. Jinwoo’s
bilingual writing in his book illustrates that, although in most cases emergent bilingual students
are recognized only as students who need extra help in schools because of their lack of English
skills, they are the ones with high potential to become proficient in creative language use (Van
Dijk, Kroesbergen, Blom, & Leseman, 2018) and intercultural understanding and communication
(Cummins, 2000; Cummins et al., 2005).
Bilingual Students’ Creative Expression and Contributions
Jinwoo’s book is a valuable source that not only depicts his own schooling experiences
but also provided his creative ideas and insights on the regular happenings in the school. The
ideas that Jinwoo’s stories present by his writing and painting are unique as they are the true
stories that captured the hidden and unexpected perspectives and feelings of a real Korean
emergent bilingual student who was dealing with the U.S. school and classrooms at first hand.
Mr. G: I was very surprised to read his stories… I would not have known my
Korean students could feel scared during the lunch time. We generally think lunch
time is a relaxing time students can have fun with their friends!
Mentioning Jinwoo’s story about lunch time, Mrs. G, the ESL Coordinator in the school,
has said to me with a surprise look that reading Jinwoo’s stories was a shocking but valuable
learning experience for her. As Mrs. G’s reaction to his stories illustrated, Jinwoo’s book offers
unique and unexpected ideas that even the teachers who had been teaching and closely caring the
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Korean emergent bilingual students could hardly recognize or anticipate. Redefining what is
happening in the school learning environment in a different way can make a creative contribution
to educator’s design and implementation of scaffolding for their students’ learning. For example,
from the new understanding of emergent bilingual students’ lunch time experience, Mrs. G
planned to help alleviate the emergent bilingual students’ potential experience of negative
emotions in the cafeteria during their first few days and share these ideas with their homeroom
teachers and the school staffs.
Creativity researchers have generally defined creativity as a combination of originality
(i.e., novelty, uniqueness, unexpectedness) and task appropriateness (quality, meaningfulness,
usefulness) as defined within a particular context (Beghetto, 2013; Plucker, Beghetto, & Dow,
2004; Sternberg & Kaufman, 2010). We cannot necessarily consider the ideas that Jinwoo’s
stories identify to be creative just because they offered unexpected student perspectives
(Beghetto, 2009). On top of that, Jinwoo’s stories also denote their usefulness: the potential
creative impact and positive changes that his expression of the unexpected ideas can bring to the
entire school community as demonstrated in Mrs. G’s comment above. The Propulsion Theory of
Creative Contributions (Sternberg, Kaufman, & Pretz, 2013) outlines the eight types of creative
contributions through replication, redefinition, forward incrementation, and advance forward
incrementation, redirection, reconstruction, reinitiation and synthesis. Of these different levels of
creative products, redefinition involves ‘redefining where the field is’ which means looking at
the current status of the field from different points of view. According to this theory, Jinwoo’s
book is a creative product that demonstrates his unique description of the U.S. English-only
learning environment from an emergent bilingual student’s perspective and can contribute to the
teachers’ new understanding of the learning environment.
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The Four C’s Model of creativity that Kaufman and Beghetto (2009) proposed highlights
important distinctions among the various levels of creative magnitude (mini-c, little-c, Pro-c, and
Big-C). The authors asserted that all individuals have creative potential, and their unique and
personally meaningful insights and interpretations often live only within the persons. Beghetto
and Kaufman (2007) proposed this personal level of creativity as ‘mini-c creativity’ (i.e., “the
novel and personally meaningful interpretation of experiences, actions, and events”, p. 73) and
suggested its potential transformation into little-c creativity (i.e., creative activities that the
nonexpert may participate every day, Kaufman and Beghetto, 2009, p. 2). Once the intrapersonal
ideas (mini-c creativity) are expressed and shared with others and distributed among individuals,
the previously intrapersonal level insights develop into interpersonal creativity that make
creative contributions to others (little-c creativity) (Beghetto, 2016a). In view of the Four C’s
Model of creativity, Jinwoo’s subject expressions of everyday schooling environment can count
as creative even though his ideas will not be able to make remarkably creative contributions as
much as the legendary creators did (Beghetto, 2013). However, Jinwoo’s creative insights (minic) have the potential to contribute to others by helping the newcomer Korean students learn
about the school (little-c) and developing new viewpoints in their native speaking teachers’ and
peers’ perception of bilingual students’ emotional experiences in the U.S. schooling environment
(little-c). Moreover, it can even make a professional level contribution to the community of
educational researchers by informing their research that covers the three related topics, bilingual
learning, emotion, and creativity (Pro-C).
In this sense, Jinwoo’s book effectively demonstrates the integrated view of personal and
social creativity proposed in the model of Primary and Secondary Creativity (Runco & Beghetto,
2019). Jinwoo’s creative writing process started as he engaged in dialogue with the new learning
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environment and the people in it. His subjective interpretation of the U.S. schooling environment
involving his unique individual experiences represents the ‘primary’ creative outcome taking the
form of a book (i.e., ‘primary creativity’). Although Jinwoo concerned with some potential social
audiences (not all), the future Korean emergent bilingual student at Woodbury school, in his
personal process of creativity, he could not necessarily know how the future audiences, the
readers of his book would react to and interpret the outcome of his personal creativity. But still,
he indirectly influenced his future audiences’ views, their creative interpretation of the U.S.
English-only schools and classrooms, which can be called the outcome of ‘secondary creativity.’
Jinwoo’s’ creative outcome, the book, that features his interactive problem-solving processes and
his audiences’ creative interactions with and interpretations of his creative efforts, the stories,
effectively highlights the intra-psychological (personal) and inter-psychological (social) spheres
of creativity.

Figure 2. Personal and social creative process.
57

Jinwoo’s book is a creative artifact that provides his mini-c student perspective on the
Korean emergent bilingual students’ lived experiences in the U.S. school. Students’ creative
educational artifacts are defined here as a new and meaningful product resulting from
educational experiences in schools and classrooms. In fact, mini-c ideas that people come up
with in their everyday life fade away, usually unexpressed (Kaufman & Beghetto, 2009).
Woodbury school had several other Korean emergent bilinguals who must also have had their
own creative insights on the various difficulties that they experienced during their transition to
the school. Unlike most other students’ ideas that have either disappeared or been forgotten,
Jinwoo's creative ideas were expressed in the form of a student artifact, a book, because of his
strong desire to share his experiences with new Korean students who would later come join the
school. As a result, even after Jinwoo left his school, Jinwoo’s book was read by several new
Korean students, being used as an orientation material that provided useful tips for surviving and
succeeding in the U.S. school. Moreover, several teachers have referred to Jinwoo’s book a
resource to design their own classroom learning tasks and activities that aimed for creating a
culturally and linguistically responsive learning environment.
Brown and her collaborators (1992, 1993) suggested the active roles of artifacts that
support learning within the zone of proximal development. By integrating Vygotsky’s
analyses of tools and symbols, they emphasized the roles of artifacts played by the
participants in the learning process. When Jinwoo’s creative insights were expressed in the
form of an artifact, he was empowered to share their voices with many other Korean students and
enhance their learning experiences in the school community. According to Glăveanu (2011)’s
sociocultural view of creativity, Jinwoo’s book demonstrates an artifact that was used to organize
the continuous creative processes that he himself and his future readers collaboratively engaged,
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in which the actors, the Korean bilingual students, and the artifact, Jinwoo’s book, were related
through interactions.
Providing emotional scaffolding for other bilingual learners. One important feature of
Jinwoo’s book is his earnest desire to help other Korean students, which distinguishes it from
other classroom artifacts that have been made in the classroom project/activity and soon
forgotten. Jinwoo’s book is a student creative artifact that can be used as a medium of student-tostudent emotional scaffolding for newcomer Korean bilingual students. Throughout his stories,
Jinwoo delivered the message of emotional scaffolding, conveying his sympathy and empathy to
newcomer Korean students. As a more capable peer, Jinwoo was eager to offer emotional
scaffolds that could support newcomer Korean students to overcome difficult emotions and solve
difficult problems they would likely to face in the unfamiliar school environment (see Vygotsky,
1978, p. 86 to view his concept of Zone of Proximal Development and the roles of “more
capable peers”).
Jinwoo’s book reminds of the concept of Legacy Projects that Beghetto (2017) defined as
“student-directed creative endeavors that address real-world problems in students’ lives, schools,
communities, and beyond and make a lasting contribution” (p. 187). Also noted in many studies
(e.g., Renzulli, Gentry, & Reis, 2004; Stanton, Giles, & Cruz,1999; Torrance & Torrance, 1978),
when participating in this type of project, students tackle real-world problems that do not yet
have existing solutions and thereby they can serve the needs of other members of the community
either within and beyond their classroom. Central to problem solving is creativity (Atchley,
Keeney, & Burgess, 1999; Amabile, 1996, 1998; Plucker, Beghetto, & Dow, 2004), so the use of
creativity contributed to helping people solve real world problems around them (Heppner,
O’Brien, Hinkelman, & Humphrey, 1994; McCracken, 1991; Terr, 1992). By providing
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information about and solutions to difficult problems that newcomer Korean students could
encounter in Woodbury school, Jinwoo wanted to minimize negative emotions that they might
experience during their transition to the U.S. English-only learning environment. His intentions
and wishes, which are well aligned with the concept of Legacy Project, were fulfilled. Jinwoo’s
book has been read by many newcomer Korean students and utilized by several teachers who
wanted to help their new Korean students soon adjust to the new schooling environment.
Encouraging emergent bilingual students’ creative expression. Although not created
in a classroom activity, Jinwoo initially hoped that his book could become a sample resource that
exemplifies bilingual students’ creative idea expression in the classroom learning activity and
inspires newcomer Korean students to engage in creative problem-solving tasks in the classroom.
Jinwoo: I think many of the Korean students that have recently come to the U.S.
are unfamiliar with the concepts of “projects” and “creative writing.” But still
they will be expected to present their unique ideas in class. I wanted to help them
easily learn the new concept of creative idea generation and expression in the
classroom. My book was written in Korean and English so I hope my book can
become a good introduction guide for new Korean students to learn how to
showcase their own ideas.
Jinwoo’s book demonstrates that regardless of their level of English proficiency, emergent
bilingual students can also express their creative insights, share those ideas with their peers, and
thereby can make a novel and meaningful contribution to other people’s lives. As highlighted in
the three newcomer Korean students’ responses to and interpretations of Jinwoo’s stories at the
beginning of the Chapter 3, when a student creative artifact is passed on to the next generation of
Korean bilingual students, the new students will not only get practical assistance in their
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transition to the school (see p. 48 for an example) but also become able to willingly and
confidently express their own creative ideas and actively participate in creative expression
activities.
Contributing to teaching for and research of bilingual learning. By creating a
creative artifact in the form of a book and donating it to Woodbury school, Jinwoo has been
providing assistance to many people, within and beyond his classroom, so that they can
understand newcomer Korean emergent bilingual students' learning experiences in the U.S.
school in depth. For instance, Jinwoo’s creative insights have been delivered to the adult
members of his school community, the native English-speaking teachers, and thereby made
contributions to enhancing their future classroom teaching practices and better supporting their
current and future emergent bilingual students. With respect to research, Jinwoo’s book has the
potential to play an important role in educational researchers’ understanding of students’
bilingual language use and development, as well as their emotional experiences and creativity
development during their transition to the English-only U.S. classroom learning environment.
Starting with this study, Jinwoo’s book is expected to serve as inspiration to many educational
scholars in the three interrelated fields, bilingual learning, emotions, and creativity, and guide
their future research practices using bilingual student creative artifacts.
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Emotions that Jinwoo’s Book Highlights

Semin: …I've really felt all the emotions in here. There were times when they just died down
as time went by, but I felt them all...I have worried a lot. Once during lunchtime, someone
suddenly gave me a ticket and I was concerned all day long about why he gave it to me. And
sometimes I felt jealous when I saw American kids speaking so fluently…
Minho: F..rustration? When I first came to the U.S., I didn't study in class for almost a month.
I learned something only when the volunteer teachers came to help me and in the ESL
classroom. I was upset because I stayed in the classroom doing nothing.
Yongjun: I was very nervous and worried when I had a homework but couldn't do it because I
didn't understand it.
Minho: I've felt worried, too. When I wrote a word, I was often worried that I might be wrong.
And I didn't know what was right or wrong in the classroom, so I was often afraid that I'd get
in trouble for doing something wrong.
Minho: I was really angry when someone did something bad to me but I couldn't properly
explain it to the teacher. I felt a little scared at the same time.
Yongjun: Sometimes I felt happy and grateful.
Minho: I sometimes felt grateful as well.
Semin: I'm guessing you all had that kind of good feeling in the ESL room. Am I right?
Box 1. A short conversation about bilingual emotions.
Pointing out some misinterpretation issues that many of Vygotsky’s writings have, for
example, using the term ‘‘cognitive tools’’ instead of a more appropriate translation from the
Russian, ‘‘psychological tools’’, Levykh (2008) emphasized Vygotsky’s notion that emotions are
a vital part of human learning and development. Simultaneously, he indicated a problem that the
significance of the affective component was often ignored in many contemporary educational
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and psychological interpretations and applications of Vygotsky’s work. Levykh underlined
Vygotsky’s belief that affect and intellect were two inseparable mental functions and affect was
the beginning and the end of the child’s entire cultural development. Referencing Kozulin and
Gindis (2007)’s work, he derived Vygotsky’s view of emotions from the Russian culture where
the emotional/motivational aspect has always been at the center of attention both theoretically
and practically.
Likewise, psychologists later asserted the inseparable and interdependent relationship
between emotion and cognition (Lazarus, 1982; Pessoa, 2008). Many researchers suggested that
emotions arise as a result of agents’ personal cognitive appraisals of a situation, in other words,
individuals’ meaning analysis of the situation in terms of one’s goals, needs, or concerns
(Arnold, 1960a, 1960b; Barrett, 2006; Ellsworth & Scherer, 2003; Frijda, 1986; Lazarus, 1991;
Roseman, 1991). Educational researchers have stressed a significant role that emotion plays in
education and learning (Hareli, & Weiner, 2002; Schutz & Lanehart, 2002). Studies have
demonstrated that students experience a variety of emotions in the classroom learning situations
(Hareli, & Weiner, 2002; Pekrun et al., 2002) and reported that students’ emotional experience
influences their processes and products of academic learning (Ainley, 2006; Artino, La Rochelle,
& Durning, 2010; Daniels et al., 2009; Goetz et al., 2012; Linnenbrink-Garcia, Rogat, & Koskey,
2011).
In the same vein, learning another language involves both cognitive and emotional
processes as well (Swain, 2013). A large body of language learning research reported a variety
of emotions that learners can experience while learning a new language (e.g., Horwitz, Horwitz,
and Cope, 1986; Liu & Jackson, 2008; MacIntyre, & Gregersen, 2012; Tsui,1996). Many
researchers suggested that in transitioning to the U.S. school system emergent bilingual students
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experience a variety of emotions, particularly negative emotions such as frustration, anxiety, and
shame, which may impede their language and academic learning (Miller & Endo, 2004; Olsen,
2000; Pappamihiel, 2001, 2002; Zen, 2001).
In writing the eleven topics, Jinwoo either explicitly and implicitly expressed the various
emotions he felt in the new learning environment. Particularly, negative emotions were evident
in the eight stories that Jinwoo wrote in terms of the difficulties that he had as a newcomer
emergent bilingual student in Woodbury school. In some of the stories, Jinwoo described the
negative emotions as he directly referred to the name of the emotions. On the school bus, during
lunchtime and recess, and over the course of a fire drill and a lockdown, Jinwoo depicted the
demanding situations that made him feel surprised, fearful, worried, and scared and described
how he ended up feeling those emotions within each situation.
School bus: In school bus, it is kind of scary for some reason. Because…
Lunch & Recess: At lunch, you get surprised[fearful]. There is a lot of people
talking and screaming...그리고 쉬는 시간에는 또 다시 애들이 소리를 지르기도 하는데
(and in the recess, kids could also scream...)…
Fire Drill…But don’t worry, it’s not real. It’s just a practice [pretending as] if
there is real fire on the buildings…
Lock Down: In lock down, it is more scary than a fire drill because it is more
serious. Lock down is…
Jinwoo told me that he still vividly remembered what he had experienced in the fire
drills. In his fire drill story, Jinwoo explained what the training was like, indicating the confusion
and fear that new Korean students might experience during the training procedure.
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Fire Drill:…민방위 훈련을 할 때는 무섭기도 하지만 진짜가 아니어서 그렇게 걱정할
필요는 없어. 그래도 아무 때나 막 신속하게 해서 진짜 같이 만드는 것이야

(It's scary

when you have a fire drill, but you don't have to worry because it's not a real
situation. You'll have frequent fire drills at school, too, so that we can evacuate
immediately in the event of a real fire).
One day when the fire drill was taking place at school, Devin suddenly disappeared. The whole
school was on alert looking for him. Both the teachers and the students came forward to find
Devin, and fortunately they found him about half an hour later. Poor Devin was shivering in a
narrow locker, his whole body covered in sweat. It turned out that Devin felt great fear at the
siren rang loudly at the beginning of the fire drill and was soon inside the locker and hiding. In
the fire drill story, first Jinwoo focused on informing the book readers that fire drills were not
real fire situations. Jinwoo knew from his own experiences that new Korean students like Devin
would not be able to understand the explanations that teachers typically provide before the fire
drill starts. He considered the possibility that new Korean students could experience intense
negative emotions such as fear and anxiety amid the noisy sirens and by seeing other students
evacuating. In that sense, Jinwoo provided the basic information about fire drills, wanting to help
new Korean students understand the situation better and ease their emotional difficulties that
they could experience during the seemingly dangerous event.
Meanwhile, some of Jinwoo’s stories identify a different way that Jinwoo used to
describe the emotions that he experienced in the school and classrooms. In the four stories titled
‘Classroom,’ ‘Presentation,’ ‘At Gym,’ and ‘Getting into Trouble,’ Jinwoo did not directly tell
his feelings as he did in the aforementioned four stories. Instead, he focuses on introducing the
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new places and situations that unfolded before him, a new Korean student at the time, and
describing how he experienced those unfamiliar and difficult situations.
Classroom: …Also, you have to call your teacher one of Mr. Mrs. Ms., or
Miss….
Presentation: ..You may not know what to present, then you’d better choose to
talk about something that you know well. Because that will make your
presentation easy…
At Gym: At gym it could be fun but sometimes challenging…because you have
to take the test…
Get into Trouble: If you get into trouble in Woodbury it is going to make your
life way harder… If you don’t behave well your teacher will give you a
punishment…
Still, in a rather indirect manner though, the writings reveal the emotions Jinwoo felt in
Woodbury school’s English-only learning environment, such as anxiety, shame, and frustration.
Even in the stories in which Jinwoo wrote calmly without explicitly mentioning his emotions,
readers could easily guess and sympathize with Jinwoo’s emotions. The situations Jinwoo
described in the stories seem too difficult for newcomer Korean students to handle. In the
interview with me, Jinwoo talked about a number of unfamiliar and difficult classroom learning
activities that he got to participate in during his transition to Woodbury school. For example,
Jinwoo told me how scared and sweaty he was under the pressure of giving a presentation in
English at the time when he was still struggling with English.
Presentation:…그런데 무엇을 할지 모르면 되게 구체적이고 네가 잘 아는 것으로 하는게
좋을 것이야. 왜냐하면 더 쉬워지기 때문이야 (You
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may not know what to do to

present, then you’d better choose to talk about something that you know well.
Because that will make your presentation easier)
One day in class, everyone in the classroom was supposed to decide a topic and give a
presentation about it. Jinwoo had no idea what to do to make a presentation. At the same time, he
worried about speaking in English in front of other students as his Presentation story implicitly
revealed. After all, the solution Jinwoo suggested for newcomer Korean students from his own
experience was to choose what they know well and get prepared to talk about it. For Jinwoo,
who experienced great emotional difficulty in doing the kind of unavoidable task that one was
anyway required to complete, it was the best and only advice that he could give newcomer
Korean students.
Over the course of the initial data analysis in which I read and reread the stories that
featured Jinwoo’s various emotions, I found a pattern commonly exist among the different
stories, which illustrates the process Jinwoo went through to experience various emotions,
including the negative emotions mentioned above, in order. In the following, I introduce a
process model of emergent bilingual students’ emotions that sheds light on the processes in
which the students experience negative emotions while they learn of and in the new U.S.
schooling environment (see Panel 1, p. 69). I present the model along with the relevant literature
that supports Jinwoo’s interpretation of the English-only school learning environment and
descriptions of the emotions that he experienced. I also address a second panel of the process
model that illustrates how emergent bilingual students experience positive emotions and the role
that the support given to the students plays in enhancing the students’ positive emotional
experiences (see Panel 2, p. 79).
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Process Model of Emergent Bilingual Students’ Emotions
Panel 1. process model of emergent bilingual students’ emotions: negative emotions.
While the stories of ‘School bus,’ ‘Lunch & Recreation,’ ‘Fire Drill,’ and ‘Lock Down’ directly
show the emotions that Jinwoo felt in the new linguistic environment, other four stories,
‘Classroom,’ ‘Presentation,’ ‘At Gym,’ and ‘Getting into Trouble’ indirectly reveal the emotions
that Jinwoo seemed to have experienced in the new learning environment by intensively
depicting the difficulties that the situations imposed on him (see Table 1).
Table 1.
Indirect and Direct expression of Negative Emotions
Emotions
Contexts
Classroom
Presentation

Gym
Get into
Trouble

Indirect expression of frustration,
fear, anxiety, and/or shame

Direct expression of frustration,
fear, anxiety, and/or shame

How can I call the teacher?
(I may look like an impolite student)
What can I choose to do a
presentation?
(I am not ready to do a presentation
in English)
It’s challenging to (understand the
teacher and) take the test.
I should follow the classroom
behavior standards (that I cannot
know exactly what they are).

School bus

I am worried if I am not able to
get back home.
Some kids look like bullies.
The loud noises (that I cannot
understand) makes me feel
surprised(fear) and
uncomfortable.
The fire drills are not real (but I
am still worried).
This is a scary situation, someone
dangerous broke into the school
(so we should be hiding).

Lunch &
Recess

Fire drill
Lock Down

Note: In the above table, the sentences written in boldface form show Jinwoo’s direct expression
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of his emotions as actually mentioned in his stories. The sentences written in parentheses do not
show his emotions directly, but reveal the indirectly expressed feelings of him that reader can
infer from Jinwoo’s description of the situations.
These eight stories exhibit the process in which Jinwoo as a newcomer emergent
bilingual student experienced negative emotions in the new English-only learning environment.
The first panel of the process model illustrated in the Figure 3 points out the potential difficulties
that emergent bilingual students can have when facing and engaging in the new learning
experiences in the linguistically new school and classroom setting. Negative emotions such as
frustration, anxiety, fear, and shame can arise as a result of emergent bilingual students’
appraisal of difficulties presented to them in the new English-only learning environment.

Figure 3. Process model of emergent bilingual students’ negative emotions.
New learning experience in the English-only environment. During their transition to
U.S. Schools, newcomer emergent bilingual students learn to adapt to the new schooling
environment, including the school community and the linguistic, sociocultural, discursive, and
academic norms and practices in content areas (Moham, Leung, & Davison, 2001). English-only
approaches prevail in many U.S. schools (Auerbach, 1993; Lucas & Katz,1994; Neito, 2004;
Wright, 2004), so emergent bilingual students are placed in the learning environment where
English is the only medium of communication and instruction (Duff, 2001). In most cases, both
in mainstream classrooms and ESL classrooms, new learning experiences and events are
presented to emergent bilingual students by the guidance of monolingual English-speaking
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teachers (Wright, 2004). In Woodbury elementary school, it was normal for the newcomer
Korean students who could not speak any English (like Devin) to sit in the English-only
classroom from their first day of school and participate in the classroom learning activities
without getting any home language support. Many of the situations Jinwoo’s stories illustrated
display the new learning events and opportunities where Jinwoo encountered as a newcomer
emergent bilingual student without a proper level of English language proficiency needed to
effectively explore the learning environment for himself.
Difficulty in understanding. Sociocultural theorists suggested that human mental
functioning is fundamentally a mediated process and viewed language as a pervasive and
powerful cultural artifact that mediates human connection to the world, to each other, and to
themselves (see Lantolf & Thorne 2007; Lantolf, Thorne, & Poehner, 2015). According to their
view of language and language learning, emergent bilingual students’ learning experience can be
limited in the English-only environment where their mental functioning cannot be properly and
fluently mediated by language and other culturally constructed symbol systems and tools.
Indeed, newcomer emergent bilingual students face a plethora of challenges in their adjustment
to the new U.S. school context (Miller & Endo, 2004; Stewart, 2010). Researchers have pointed
out that emergent bilingual students’ difficulties arise due to the English-only policies in the U.S.
schools (Auerbach, 1993; MacSwan & Pray, 2005; Wright, 2004). Normally, newcomer
emergent bilingual students can neither understand what is being spoken in the classroom nor
speak the new language in their grade level. Although most newcomer bilingual students are at
the beginning stage of English learning, all subjects are taught in English, and they are expected
to engage in all classroom learning activities just as their native English-speaking counterparts.
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Even if it is unintended, many emergent bilingual students “sink and swim” in the U.S.
classrooms being left to their own devices (Krashen, 1981; Silva, 1993; Adams & Jones, 2006).
They will either survive in the classroom by quickly improving their English proficiency or fail
to learn both the new language and subject matters (Adams & Jones, 2006, p. 17). Therefore, it is
hardly surprising to receive the report of bilingual students’ lower academic achievement
(Guerrero & Sloan, 2001; Zehler et al., 2003) and higher school dropout rates (Aud et al. 2010;
Davidson Aviles, Guerrero, Howarth, & Thomas, 1999; Sheng, Sheng, and Anderson, 2011). In
Jinwoo’s stories, the difficulty in understanding the teachers and peers has been illustrated as the
underlying cause of a variety of challenges that the Korean emergent bilingual students in the
Woodbury school faced in the classroom learning situation.
Negative emotions. Second language learning studies reported several types of negative
emotions that many emergent bilingual students experienced in the English-only classroom
learning environment and how those emotions influenced their engagement in the classroom
learning activities (Duff, 2001; Pappamihiel, 2002). Studies suggested that negative emotions
that language learners experience are closely associated with their second language performance
(Horwitz, Horwitz, & Cope, 1986; MacIntyre & Gardner, 1994). For example, emergent
bilingual students who have experienced language problems in learning can experience negative
emotions such as high anxiety which can impact their academic performance (see Ganschow et
al, 1994). Negative emotions such as frustration, shame, anger, fear and anxiety that emergent
bilingual students in the U.S. schools and classrooms experience have been identified in many
second language learning studies (Colosimo & Xu, 2006; Miller & Endo, 2004; Pappamihiel,
2001). At this point research is limited, which provides a focused and rich portrayal and
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analyses of negative emotions that emergent bilingual students experience during their transition
time to U.S. classrooms. This dissertation will help to address this limitation.
In what follows, I briefly discuss a few of the key negative emotions that emergent
bilingual students can experience, including: frustration, shame, fear, and anxiety.
Frustration. Psychologists defined frustration as an emotional state resulting from
nonfulfillment of a need or a goal despite one’s effort to reach the objective (Amsel, 1992;
Dollard, Doob, Miller, Mowrer, & Scars, 1939; Lawson, 1965). Failure at something
accompanied by a barrier that conflict or inhibition may ensue (Mowrer, 1938) is an important
aspect of frustration, which often involves uncertainty about the situation as well (Smith &
Ellsworth, 1985). Frustration is often associated with anger (Oatley & Duncan, 1994) as the
attributions made for a failure blaming one’s deliberate and controllable misdeed can produce
such aggressive emotional reactions (Averill, 1982, 1983; Weiner, 1985).
Second language studies illustrate that emergent bilingual students experience frustration
when they fail in the academic task or in the social relationship in the classroom because of their
lack of English language proficiency and inability to understand the situation (Cummins et al.,
2005; Johns, 1991). Jinwoo’s stories such as “Presentation” and “At Gym” portray the feeling of
frustration that he had experienced himself and thought other Korean students experienced as
well. Despite his effort and high motivation to do well in the classroom, Jinwoo had difficulty in
figuring out what was going on in the classroom and what to do to fulfill the goal of the lesson
due to his lack of English proficiency. In that regard, Jinwoo focuses on providing information
about and thereby preparing newcomer students to better deal with specific situations. Preventing
newcomer students from feeling frustrated and blaming themselves for a failure seems to be one
of the goals that Jinwoo had in writing the book.
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Shame. Educational psychologists define shame as “intense and often incapacitating,
negative emotion involving a sense of inferiority, powerlessness, and self-consciousness, along
with the desire to conceal deficiencies” (Andrews, Qian, &Valentine, 2002, p. 29). Shame has
been introduced as a self-conscious emotion (Campos, 1995; Fischer & Tangney, 1995) that
involves an intense accusing, scornful, and embarrassing pain that is identified with the person’s
self (Lewis, 1987). Shamed individuals can also experience anger (Lewis,1971; Miller, 1985;
Tangney, Wagner, Fletcher, & Gramzow, 1992) as the pain of shame involves threats to one’s
self-esteem (Averill, 1982).
Emergent bilingual students can experience the feeling of shame in the transition to a
different language and to a new culture (Colosimo & Xu, 2006). They can perceive that others in
the classroom view their replies to their teacher spoken in English as stupid (Wen, & Clément,
2003). These students can feel ashamed of their mother tongues (Skutnabb-Kangas & Cummins,
1988) and feel inadequate about speaking English (DeNicolo & Gónzalez, 2015). Although
Jinwoo’s stories do not directly highlight his feeling of shame, they effectively portray several
English-only classroom learning situations in which emergent bilingual students may experience
shame due to their lack of English language proficiency.
Fear and anxiety. Fear has been defined as an emotional response that results from the
interpretation of specific external environmental stimuli as threatening (Epstein, 1972; Öhman,
2008). Some researchers conceptualized the constructs of fear and anxiety as interchangeable
(Beck, Emery, & Greenberg, 2005; Izard & Ackerman, 2000; Wolpe, 1987) in that both involve
intense negative feelings centered on threat. On the other hand, there are other scholars who
suggested that fear and anxiety differ (Barlow, 2002; Epstein, 1972; Lang, Davis, & Öhman,
2000; Öhman, 2008) as they viewed fear is avoidance response to an obvious danger that must
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be dealt with while the inability to avoid fearful stimuli in the uncontrollable situation lead to
anxiety, a more general and long lasting status of distress. Both fear and anxiety have been
reported to be able to overtake learners and thereby disengage them from learning and result in
academic failure (Bledsoe & Baskin, 2014).
Emergent bilingual students can feel fear in the form of “language shock” (Miller &
Endo, 2004, p. 787) and other traumatic experiences when adjusting to the new environment
(Cohen & Norst,1989; Pappamihiel, 2001; Zhang, 2001). Miller & Endo (2004) suggested that
when first entering a community in which emergent bilingual students do not speak or are not
proficient in the dominant language, language shock is a common occurrence in schools, where
students must struggle for several years before they understand everything that is said inside and
outside their classrooms (e.g., cafeteria, hallway). Pappamihiel (2001) argued that learning in
mainstream classrooms in the early stage of bilingual development with no supplementary
English support can be very traumatic for emergent bilingual students, which lead to high level
of anxiety. Language learners can experience anxiety in a variety of language learning situations
including studying new words, phrases, or expressions (Maclntyre and Gardner, 1994), speaking
in class (Aida, 1994; Liu & Jackson, 2008; Mak & White, 1997), and interacting with native
speakers (Woodrow, 2006), which has a debilitating effect on the second language performance
(Aida, 1994; Arnold & Brown, 1999; Cheng, 2000; Gregersen, 2003; Maclntyre & Gardner,
1989, 1991; Woodrow, 2006).
On the last page of the book, Jinwoo expressed the intense fear he had experienced
during the school lockdown drill. The image of the lockdown drill, which Jinwoo painted in
black in a bizarre manner, intuitively reveals the extreme fear and anxiety that Jinwoo previously
experienced in the lockdown drills.
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Lock Down:…In Lock down, it is more scary than a Fire Drill. Because it is more
serious. Lock down is when some unsafe person is in outside of the building or
they might be inside. So, we are pretending that nobody is in [this school].
What was later revealed in an interview with Ms. G, the ESL coordinator, was that Jinwoo
understood a lockdown procedure as a situation where someone actually broke into school, not
as a drill. While other students calmly waited in the classroom for the drill to end, Jinwoo
accepted the fictitious scenario told in the drill as a real situation and felt a sense of intense fear
throughout the entire procedure. Jinwoo’s misunderstanding about the lockdown drill underlines
the fact that this type of drill can cause physical and psychological harm to any students (Rygg,
2015) including native English-speaking students, but emergent bilingual students who are still
adapting to the new schooling environment can experience fears and worries that are more
intense.
Positive motions experienced. Bilingual students can, of course, also experience
positive emotions in the classroom. A small number of studies have reported on this
phenomenon. For instance, Michael, Andrade, and Bartlett (2007) portrayed the optimistic
atmosphere of Lupero school and how their bilingual students were feeling happy and cared in
the safe and respectful learning environment where the students’ home language was developed
and supported and the students were earnestly engaging in the class. While Jinwoo often
experienced many negative emotions in the linguistically new learning environment, he also
described some instances in Woodbury school when he experienced positive emotions. Jinwoo
talked about positive emotions that he felt such as joy, interest, and love in the two stories, “ESL
Classroom” and “Nurse.” These two stories are quite different from other eight stories introduced
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above, as these two stories shed light on the places that allowed Jinwoo to take a break from the
hectic school life and helped him gain strength and feel positive emotions.
Nurse’s Room: Nurse is very kind…when you are sick they give you a bed to
stay calm and take care of you. I think we should give applause for Nurse!
간호사는 되게 착해….아플 때는 침대에 누워있[게 해주]거나 약을 먹여 주기도 해(Our

school nurse is very nice and kind….She lays you on the bed or gives you
medicine when you are sick)…
ESL Classroom: At ESL it is going to be your most helpful part of the day. And
feel free to talk in English at ESL. Also, you could have fun especially at Friday
which is a game day. Whohoa!
…ESL 에서 영어로 이야기해도 돼. 왜냐하면 아무도 너에게 영어를 못한다고 얘기하지
않을 것이야(You

can speak in English in the ESL classroom because no one will

say that you are bad at English in there)…
To Jinwoo, Nurse's room was a place where he could rely on the caring adult, the nurse, who
cared for him when he felt sick and exhausted by the hectic school routines. Although he could
not talk a lot with the nurse due to his limited language proficiency, Jinwoo wanted to write a
story about the nurse's room so badly. He always remembered the nurse’s kind personality and
the warm care that she offered him. The nurse’s room was one of the few places in Woodbury
school that made Jinwoo feel comfortable and loved, and that was why he really wanted to talk
about the place to new Korean students.
Meanwhile, the ESL Classroom was the most important space for Jinwoo. Jinwoo’s ESL
teachers provided him with the right help that he needed to solve all problems he faced in school,
the fun and interest classroom learning activities, as well as the comfort that supported his
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motivation to keep going to school. The ESL teachers were the guardians and advocates of all
emergent bilingual students in Woodbury school, who were always caring for their students and
making their voices heard. They showed up at Jinwoo's urgent moments when he needed help,
solved his big and small problems, and fulfilled the various needs that he expressed only to them.
The anxieties and worries Jinwoo felt in the everyday school life where something new
constantly took place were greatly alleviated through the attention, help, and practical care
provided by ESL teachers.
What is really impressive is that Jinwoo introduced the ESL classroom as the “only”
places where emergent bilingual students like him can speak in English “comfortably.” Although
not directly shown in the story, these sentences indicate the uncomfortable feelings Jinwoo had
experienced when speaking English in the mainstream classroom, including his fear of receiving
negative feedback on his English use. In contrast, the ESL Classroom was a safe place for
Jinwoo to freely use English without worrying about receiving criticism for not being able to
speak perfect English and thereby to develop his English proficiency by trial and error.
Not surprisingly, the second panel of the process model of emergent bilingual students’
emotions was derived from Jinwoo’s Nurse and ESL Classroom stories. This model identifies the
process in which Jinwoo, a Korean emergent bilingual student, went through to experience
positive emotions in Woodbury school. The following paragraphs describe each step of the
process, featuring how emotional support given to emergent bilingual students contributed to
enhancing their positive emotional experiences in the English-only learning environment.
Panel 2. process model of emergent bilingual students’ emotions: positive emotions.
Figure 4 highlights the second panel of the process model of emergent bilingual students’
emotions derived from Jinwoo’s positive emotional experiences in the nurse’s room and ESL
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classroom. Jinwoo’s descriptions of his positive emotional experience, the three newcomer
Korean students’ responses to Jinwoo’s stories, and the relevant literature commonly suggest that
emergent bilingual students can still experience positive emotions such as joy, happiness,
contentment in the same school and classroom setting in which they keep facing and engaging in
new learning experiences. As a result of emergent bilingual students’ appraisal of the safe and
caring situation where teachers, staffs, and/or other bilingual students provide them with
emotional support, they can experience positive emotions and emotional well-being even during
their transition to the new schooling environment.

Figure 4. Process Model of Emergent Bilingual Students’ Positive Emotions
Emotional scaffolding. Research has shown that changes in one’s appraisals of a
situation can influence the intensity and the quality of the emotion that individuals experience
(Gross, 1998; Ochsner, Bunge, Gross, & Gabrieli, 2002; Ortony et al., 1988). Teachers’
understanding of students’ feelings and perspectives, genuine concern for and care about their
students, and respect for their students can contribute to enhancing students’ positive emotional
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experiences (Anderman, Patrick, & Ryan, 2004; Pianta & Allen, 2008; Pianta & Hamre, 2009).
What the researchers have suggested is in line with the emotional foundation of learning and the
importance of creating caring and nurturing teacher-student relationship that Vygotsky proposed
(Levykh, 2008). In the same context, educational researchers such as Meyer and Turner (2007),
Rosiek (2003), and Shuster (2000) proposed the conception of “emotional scaffolding” to
conceptualize teachers’ practices that support students’ emotional experience and learning.
Initially, Rosiek (2003) used the term “Emotional Scaffolding,” which he initially defined as
teachers’ pedagogical practices to help their students decrease the intensity of unconstructive
emotions and increase constructive emotions about subject matter concepts. Later, Meyer and
Turner (2007) broadened the concept of Emotional Scaffolding by building upon Rosiek’s
original conceptualization, which they conceptualized as “temporary but reliable teacher-initiated
interactions that support students’ positive emotional experiences to achieve a variety of
classroom goals” (p. 236).
Researchers in language learning also emphasizes the important role of teachers’
emotional scaffolding in enhancing students’ positive emotional experiences, motivation to learn,
and academic achievement (Park, 2014; Stewart, 2010). Studies also pointed out that a positive
and stress-free language learning classroom atmosphere can be created by teachers’ support
(Eddy-U, 2015; Lee, 2009; Riasati, 2012). A teacher's verbal support and non-verbal support
such as encouragement, confirmation, and even a smile have been reported as helping to develop
close relationships with students and enhance students’ willingness to communicate and
participate in classroom learning activities (e.g., Cao, 2011; Fallah, 2014; Peng, Zhang, & Chen,
2017; Sun, 2012). Providing language support that enables emergent bilingual students to
leverage both English and their home language in the classroom learning situation could be also
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considered as emotional scaffolding for emergent bilingual students. Educators have been
encouraged to adopt and apply the translanguaging pedagogy (i.e., “the process of making
meaning, shaping experiences, gaining understanding and knowledge through the use of two
languages’’ Baker, 2001, p. 288) and equip them with both their home language and second
language, English, in the classroom learning situation (García & Wei, 2014; Otheguy, García, &
Reid, 2015). By utilizing two languages in the classroom project/activity at the same time,
emergent bilingual students can feel more confident about their language use and boost their
identity as a language user and learner (Wei, 2014; Makalela, 2015). Using home language has
been found to reduce anxiety and enhances the affective environment for learning in education
settings (e.g., Auerbach, 1993; Garcia, 1991; Strohmeyer & McGrail, 1988). Research has also
demonstrated that teachers’ practices of translanguaging can contribute to lessening language
learners’ negative emotions and facilitating their tasks engagement (Adamson & Coulson, 2015;
Ahn, Shin, & Kang, 2018).
Jinwoo’s stories also demonstrated how students can use narrative to support their peers’
emotions and learning, providing a nice example of student-to-student emotional scaffolding.
Vygotsky viewed learning as a socially situated and mediated activity that occurs when we
interact with people in cooperation with others (Vygotsky,1978, cited in John-Steiner & Mahn,
1996). Vygotsky’s (1978) concept of the zone of proximal development emphasizes the role of
“more capable peers” as the ones who can support less-capable others to successfully learn in the
collaborative learning process and thereby contribute shifting the level of the less-capable
students’ actual development into the level of their potential development. As a more capable
Korean bilingual student in Woodbury school, Jinwoo expected that by reading his book,
newcomer Korean bilingual students could feel safer and start their new school life with more
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confidence. The comments that Jinwoo recorded in his book highlight his intention of supporting
other Korean emergent bilingual students’ emotions as appeared in the sentences such as “Do not
feel scared (comforting)”, “You may feel worried (empathy)”, “you will be able to do it well
(encouragement)”.
(a) New learning experience → (emotional scaffolding) → positive emotions. Teachers
have been reported to play a key role in mediating ESL students’ new experiences in the English
learning environment (Roessingh, 2006). Dewaele and MacIntyre (2014) suggested that teachers
can transform unfamiliar linguistic and cultural learning environment into an enjoyable and safe
language learning environment and thereby facilitate students’ learning. Sun (2012) argued that
teachers can make students active, comfortable, relaxed, confident, attentive, and interested
learners enjoying their exploration and engagement in the new language-learning context.
Teachers can create positive broadening emotional conditions among their students and broaden
their perspective by encouraging them to explore, and discover the new learning situation in the
open and playful manner (MacIntyre & Gregersen, 2012).
(b) Difficulty in understanding → (emotional scaffolding) → positive emotions.
Rosiek (2003) provided a nice example of a teacher’s emotional scaffolding for ESL students
that enhanced the students’ understanding of subject matter content and positive emotional
experiences at the same time. In the example, a high school mathematics teacher who understood
students’ frustration with math problems due to their language barriers offered a culturally
tailored mathematics learning activity so that the students could feel more familiar with,
interested in, and confident about learning. As the example demonstrated, teachers who are
aware of emergent bilingual students’ difficulty in understanding and negative emotional
experiences that they experience in the classroom due to the language barriers can support the
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students’ positive emotions and academic achievement by providing the right emotional
scaffolding to meet the students’ linguistic and cultural needs in the content lesson. In the
language learning context, MacIntyre and Gregersen (2012) also stressed the important role that
teachers play in promoting students’ learning by providing linguistic and non-linguistic
emotional support that contributes to encouraging students and thereby broadening their
perspective to better absorb the language (see Fredrickson, 2003 to learn more about ‘momentary
thought-action repertoires’ that based the authors’ suggestion).
(c) Emotional scaffolding before new learning experience is presented. By witnessing
Devin’s frustration, fear, and anger expressed in his everyday classroom, Jinwoo realized that
newcomer emergent bilingual students like Devin needed extra support for them to feel safe and
comfortable about learning in the U.S. schooling environment. Based on those experiences,
Jinwoo intentionally planned to write a book that could provide the kind of emotional support
that he viewed newcomer Korean emergent bilingual students would need to explore and learn in
the new schooling environment, feeling cared and encouraged. As his book illustrates, emotional
scaffolds can be offered even before a new learning activity is presented to students. Providing
emotional scaffolds beforehand can strengthen students to get prepared to explore and learn in
the new learning environment as students’ positive emotions can enhance their academic
engagement, motivate them to seek out supplemental learning resources, broaden their cognitive
awareness and consciousness of potential solutions to problems, (Fredrickson, 1998, 2001), and
strengthen them to move toward a desired goal (Davidson, Jackson, & Kalin, 2000; Rothbart &
Bates, 2006).
Positive emotions. By providing emotional scaffolds, teachers and students can support
their students’ and peers’ positive emotions and enhance their emotional well-being and
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academic achievement (Henderson, Many, Wellborn, & Ward, 2002; Meyer & Turner, 2007;
Rosiek, 2003; Shuster, 2000). Psychologists argued that positive emotion such as joy, interest,
contentment, love, hope, and pride (see Fredrickson, 1998 and Pekrun, et al., 2002) enhance
students’ learning and achievement as they strengthen their motivation to learn, (Pekrun, et al,
2002). Positive emotion boosts students’ self-regulation (Villavicencio & Bernardo, 2013),
promotes their improved understanding of complex situations (Isen, 1987), and facilitates their
creative thinking and problem solving (Isen, 1999). Although research on bilingual students’
positive emotional experiences in the U.S. classroom context is scarce, second and foreign
language learning studies have accordingly suggested that positive emotion facilitates language
learning (Dewaele, MacIntyre, & Boudreau, 2016; Fredrickson, 2001; MacIntyre & Gregersen,
2012 ; MacIntyre & Vincze, 2017). Fredrickson’s ideas suggest that experiencing enjoyment and
playfulness in language might be an especially facilitating experience for language learners, as
play has been associated with fostering social bonds and brain development (Fredrickson, 2001).
Joy. Jinwoo’s story about ESL classroom shows his feeling of joy in language learning
developed through his ESL teachers’ positive and encouraging reactions to his use of English in
the safe language learning environment. Reeve (2005) suggested that joy arises in situations
when “desirable outcomes related to personal success and interpersonal relatedness” (p. 316) are
presented. The feeling of joy contributes to learning as experiencing enjoyment creates the urge
to play (Fredrickson, 2013, p. 4), readiness to engage in interactions (Frijda,1986), creativity
(Fredrickson, 2001), and concentration on and completion of a task (Csikszentmihalyi, 1990).
Enjoyment can facilitate language learning as it implicates developing interpersonal relationships
and making progress toward a goal, and offers a safe psychological base in which learners can
explore an unfamiliar linguistic and cultural world (Dewaele & MacIntyre, 2014; Fredrickson,
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2001, 2013; MacIntyre & Gregersen, 2012).
Interest. As Illustrated in Jinwoo’s story, for him, ESL classroom was a fun learning
environment where interesting activities that he had been eager to participate in were provided
by the teachers who cared their students’ interests and desire to engage in novel learning
activities. His exclamation ‘Whohoa’ written at the end of the story indicates his expression of
interest in learning in the ESL classroom. Fredrickson (2013) stated that interest arises in
circumstances that people appraise as safe but offering novelty that is not overwhelming.
According to Silvia (2008), interest motivates learning and exploration. In her previous writing
about interest, Silvia (2006) highlighted that when feeling interest, students can persist longer at
learning tasks, spend more time studying, read more deeply, remember more of what they read,
and get better grades in their classes. In describing teachers’ strategies that take care of students’
psychological state and facilitate effective language learning, Sun (2012) stressed the importance
of creating a classroom atmosphere in which learners can feel genuine interest and motivation to
learn a language.
Love. The nurse’s and ESL teachers’ loving care that gave primary attention to Jinwoo’s

wants, goals, and needs (Lee & Schallert, 2008) encouraged him to continue to strive to
accomplish his learning goals (Noddings, 1984) in the new and often overwhelming learning
environment. Fredrickson (2013) defined love as an amalgam of other positive emotions as it
arises “when any other of the positive emotions is felt in the context of a safe, interpersonal
connection or relationship” (p. 6). Love motivates mutual care as it brings an urge to focus on the
other person’s holistic well-being with care and concern. Caring relations between the teacher

and the student can be created by teachers who establish and nurture meaningful and trusting
relationships with students by affirming students’ efforts, talents, and feelings, and sensitively
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responding to students' needs and interests, (Gilligan, 1982; Lumpkin, 2007; Noddings, 1984;
Rogers & Webb, 1991). Pappamihiel (2004) emphasized that letting students know that their
teachers care about them is a teacher’s most important job in the language learning environment.
Caring teachers can play a key role in supporting emergent bilingual students’ construction of
positive views and understanding of the new language and culture in the new learning
environment and making new social relationships with their teachers and peers (Hawkins &
Norton, 2009).

85

CHAPTER 4. UNDERSTANDING THE KOREAN EMERGENT BILINGUAL
STUDENTS’ EMOTIONS, LEARNING, AND CREATIITY
Mrs. G was one of the busiest teachers in the school, teaching her ESL students from
kindergarten to six grades and providing their homeroom teachers with support to teach their
ESL students in the mainstream classrooms. Still, on my first day at Woodbury school Mrs. G
kindly brought me to all the classrooms that I was going to visit to help and introduced the
Korean students and their teachers to me. Standing at the door of each classroom, I could
introduce myself to the teachers and have a short conversation with them. I was also able to say
“hi” to their Korean students waving my hand with a smile. When I saw one or two Korean
students waving happily back at me in each classroom, I felt like I could not wait any longer to
meet them in the classroom to help. Just a week after I had met the teachers and students at
school, I started to visit the Korean students’ classrooms every week and helped out with them as
a Korean translator during class. Because all the Korean students that I was asked to help were at
the beginning stage of learning English, they were having trouble in understanding their native
English-speaking teachers and peers in the classroom learning activities. My main responsibility
was to translate the teachers’ English directions and explanations into Korean so the students
could understand subject matters as much as possible and participate in the classroom learning
activities and complete the task given by the teachers.
My volunteer work lasted for about a year since then, and from September 2017, I started
to collect the data for this dissertation study. At the beginning of the new 2017-2018 academic
year, I met Minho and Yongjun who returned to school after having their first summer vacation.
I also met Semin who just came to the U.S. and joined Woodbury school in Semin’s fourth grade
classroom. The following descriptions of the three Korean students’ classroom learning
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experiences illustrate what I observed in their classrooms while working as a volunteer Korean
translator based on my understanding of Jinwoo’s eleven stories. Almost all daily field notes that
I recorded while observing and helping out with the students in the classroom learning situation
include some brief and long descriptions of the students’ emotions, either negative or positive
ones. The three students frequently showed many different emotions in the process they were
learning the content and the new language at the same time and I had been initially interested in
the matter by the influence of Jinwoo’s stories. I spent quite many hours sitting close by each
Korean student and talked a lot with them, and my observation records in the field notes reflect
those close interactions with them. Still, I could not guarantee whether my interpretations of the
students’ emotions accurately reflected their emotional status at that time. Therefore, I admitted
the fact that I could not fully understand the students’ emotions and situational factors that
affected the students’ emotional experiences. This recognition helped me to keep focusing on
vividly depicting the details of the students’ experiences rather than making a rough guess to
their feelings and thoughts.
In the following, I highlight the negative and positive emotions that I observed in the
three Korean emergent bilingual students’ classroom learning situation. By applying the process
model of emergent bilingual students’ emotions that I presented in the chapter 3, I provide the
whole picture of how and in what conditions the students’ emotions arose and how the emotions
affected their engagement in the classroom learning tasks and creative expressions afterward.
Minho in Mrs. C’s Classroom
Minho’s third-grade classroom displaying colorful student paintings and writings evoked
comfortable feelings at first sight. Many posters, signs, birthday cards, and chart papers were on
display in the classroom, which filled the classroom with warm and encouraging atmosphere.
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Students’ handwritings such as “don't give up” and “bee happy” were posted on the wide bulletin
board in the back of the classroom along with the rainbows, sunshine, butterflies, and bees that
the students drew and painted, all of which was filling the classroom with inspiring messages of
learning and collaboration. Mrs. C, Minho’s homeroom teacher, was sitting in the storytelling
chair in the left corner of the classroom. Mrs. C was tall with long brown hair and wistful and
friendly eyes. She was reading a book to the class in a friendly voice, holding a thin chapter book
in her hand. The students who were sitting on a rug around the teacher were absorbed in her
dynamic and realistic voice and the flow of the story. Every time the teacher read what the main
character said in the story, the whole class buzzed with a mixed reaction from the students.
But there was one student who were facing the floor, not the teacher. In fact, it was a very
familiar face to me. It was Minho. I had met Minho and helped out with him in his second grade
classroom before the summer. It was the first time I met him in his third grade classroom. Minho
had a look on his face that said, “Everything is boring and I hope this ends in a minute.” Minho,
who was staring at the floor for a long time with his right hand on his chin, shook his body back
and forth to chase away boredom. As the only spectator in the whole class, Minho was glancing
over other students’ faces one by one and watching their responses to the teacher. Then, Mrs. C
finished reading. The sighs of the students who wanted to hear more of the story streamed from
here and there. Minho kept touching his shoelaces quietly while the teacher was soothing other
students’ hearts, telling them she would finish reading the book the next day. To respond to the
teacher's question, “Show me how much you enjoyed this story with a thumbs-up or in-themiddle sign,” Minho raised his hand with a grave face, gestured a quick ‘in-the-middle’, and
went back to his seat. As soon as he sat at his desk, Minho turned around and glimpsed at the
clock on the back of the classroom. He looked tired.
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Minho began to attend Woodbury Elementary School May, 2016, when the 2015-2016
academic year was almost finished. As his father was positioned in a U.S. office of the company
that he used to work for in Korea, Minho and his entire family moved to the U.S. Before coming
to the U.S., Minho’s English skill was only enough to name a few basic things by looking at the
picture cards. Arriving in the U.S. and starting to go to school with that level of English, Minho
had language difficulties in various situations from the very first day. First of all, going to and
from school was challenging. Minho felt scared of riding the school bus. It was so difficult for
him to stay on the bus, not understanding what other students were saying in English. In the
classroom, when his classmates approached him and asked something, Minho felt frustrated
because he could not understand and respond to them at all. Sometimes the teachers asked Minho
to read a couple of sentences on a book or a worksheet out aloud to the class, which was a great
burden on his mind all the time. Minho was so nervous and worried so he could not even read the
words he knew properly.
By the time I met Minho in his third grade classroom, after spending a year and four
months in the U.S., he was able to understand Mrs. C’s short directions and speak and write
English in short sentences. Yet, each day that Minho spent in his third-grade classroom was not
easy. Minho could not still understand most of the seemingly “important” words and expressions
the teacher said during class. Although Minho was always closely watching other students and
replicating their actions so as not to miss out on what he had to do in class, he would submit the
worksheets and test papers leaving more than half empty. Another difficult problem for Minho
was that he had difficulty making friends. Sometimes Minho said something to his classmates in
English but he could not understand what they were saying back to him. Most of the
conversation did not last long. In those situations, all he could do was smile.
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After the read-aloud was finished, I approached Minho who had just returned to his seat
and said hello to him. With round eyes, Minho gave me a welcoming grin. At the time, a writing
activity was just introduced to the class. Mrs. C started to explain how to find and write smallmoment stories. Mrs. C gave the class a 1.5-page long writing assignment afterward, and some
of the students were already beginning to write a few sentences or draw some images to plan a
theme of their story. Minho’s smile faded and his face hardened. After watching the girl sitting
next to him drawing for a few minutes, Minho asked her in a small voice, “What are you doing?”
That awkward moment, Mrs. C called out three students’ names, including Minho as if she had
noticed the frustration that Minho was feeling at that time. Mrs. C provided the three students
with a supplementary explanation about the writing task, summing up how to write a smallmoment story and other concepts the class had just learned in the writing lesson. Mrs. C was a
very kind and passionate teacher. Smiling to the three students sitting around her, Mrs. C
explained the meaning of the newly learned terminologies once again, what ‘small ideas’ meant,
drawing an image of ‘seeds’ in a watermelon on a small whiteboard. Mrs. C also provided
several sentence examples, asking the students to classify the sentences into the small seed idea
group and the big watermelon idea group.
Wrapping up her short but friendly and lucid explanation, Mrs. C guided each student to
think about what they wanted to write about and record a topic on their worksheet. In a few
seconds, Minho wrote a word in the topic box on his worksheet.
My Topic: Watermelon
It was a completely unexpected answer. Soon, I realized that Minho did not understand what
Mrs. C taught him at all. I had assumed that Minho could understand his teacher’s explanation to
some degree. It had been over a year since he first came to the U.S., and Mrs. C’s extra
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explanation for the three students was very detailed and clear. It looked like Minho was carefully
listening to Mrs. C. Looking at him nodding his head several times, I almost thought he would
not need a translator any more. And suddenly, I lost my tongue seeing the happening. I was
surprised that Minho understood little of what the teacher said. While Mrs. C was asking another
student what he was planning to write, I quickly explained to Minho what ‘seed’ and
‘watermelon’ ideas meant in Korean.
Mihyun(I): 민호야, 지금 수박에 대해서 글을 쓰는게 아니라 워터멜론처럼 큰 주제를 한
가지 정하고 그 안에 들어있는 수박씨앗들처럼 큰 이야기 속에 들어 있는 작은 이야기들에
대해 글을 써 볼 거야. 그 작은 이야기들을 먼저 함께 찾아보자

(Minho, you're not going

to write about a watermelon now, instead you are going to select one big topic
like a watermelon and write about some small stories in it. They are just like
small watermelon seeds are in a big watermelon. Let's think about what you want
to write, your small stories, together with me now.)
Only then did Minho’s expression of “understanding” pass through his face. Minho
quickly erased the watermelon image he had drawn on his worksheet. Immediately after
he got Mrs. C’s attention, Minho asked her in an excited voice. “Teacher, can I write
about a family trip to Niagara Falls?”
Semin and Yongjun in Mrs. K’s Classroom
The fourth grade classroom where I met Semin and Yongjun looked quite different from
Minho’s third grade classroom. Unlike Mrs. C’s third grade classroom which was filled with
many forms of students’ art works including pictures, paintings, and many others, on the walls of
Miss K’s classroom were some ready-made posters identifying sentence starters and common
mathematical terms and the neatly displayed “I can..” Growth Mindset statement cards. The
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bulletin board, located near the teacher’s desk, was filled with many printouts such as a class
schedule, test schedules, and special class schedules, and on the teachers’ desk were piles of new
and completed student worksheets, test papers, and submitted homework assignments waiting for
the teacher’s grading and feedback. At the time of my first visit to Mrs. K’s class, the classroom
was overclouded with unknown tension. On each desk, the students were sitting covered by a
yellow paper folder blocking their sights so they were unable to look at and talk to each other.
Just then, Mrs. K gave a firm and clear signal, “Blue Group starts the vocabulary test,” and a
group of about five students began writing down all the English words the teacher was calling.
Miss K, Semin and Yongjun’s teacher, was standing in front of the classroom. She read the
English words one by one out loud to the students in a clear voice. She was a petite and smart
looking lady with black hair and glasses, looking about forty.
I approached a boy who seemed to be a new Korean student and sat next to him. He
greeted me in Korean in a quiet voice but with a big smile, “선생님, 안녕하세요(Hello, Teacher)!”
His name was Semin, who made a strong impression of a student with a good affinity, curiosity,
and great motivation in learning from the first time I met him. In a soft voice, Semin kept asking
me a lot of questions about how often and what time I would come help him and how long I
could stay with him, etc. When I said, “I will come twice a week mainly during reading and
writing classes, and some math classes,” Semin breathed a sigh of relief. He said, with
excitement, “That's great. Reading and writing are the most difficult classes for me. I wish you
could stay with me and help me every hour but I am still feeling so good! Oh, by the way, how
long did you say you could stay here and help me each day? I hope at least you can stay with me
until lunch time, aren’t you?”
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Semin. Semin came to the U.S. when his father, a researcher, took a sabbatical year at a
nearby university in the fall of 2017. Semin had learned some English before coming to the U.S.
He learned English in kindergarten and had a language tutor for about two years since going to
elementary school. But still, Semin had been having a lot of difficulties due to the language
barrier since he started going to Woodbury school. Semin’s previous English learning in Korea
did very little for him. Semin could not properly understand what his teachers and classmates
were speaking. Going to school every day and spending the whole day not being able to
understand the school language was a great stress for Semin. Semin inherently loved to talk. In
Korea, he had the most fun chatting with his classmates during school hours. However, in his
fourth grade classroom at Woodbury school where everything was communicated in English, he
could not become himself, a sociable boy.
He would usually sit alone all day without saying anything to the end of the day. Semin
would do his best to listen to and understand his teacher in class but could not understand most
of what she spoke. As a result, he often spent time daydreaming in class. Especially during readalouds, Semin spent 20 to 30 minutes just looking down at the floor or thinking about something
else. Regardless of how hard he tried, there was no way for him to know what the teacher was
talking about. Ever since Semin went to Woodbury school, he said this to his mother quite often.
Semin: Mom, I have the happiest part of my day. Do you know when? That’s the
moment when I get off the school bus and my feet touch the ground in front of my
house.
Yongjun. There was another Korean student in the quiet classroom, where I could only
hear the students writing down the English words called by the teacher, who was quietly looking
at Semin and me across from his seat by the window. It was Yongjun, another Korean student in
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Mrs. K’s classroom. I had already spent several months with him before the summer, so he
looked familiar to me. Smiling at Yongjun, I sent a look of ‘will you come over here and sit with
me?’ to him. Yongjun came up to my side, covered the front and side of a desk with a yellow
paper folder skillfully, and sat down next to me. Yongjun greeted me with a bright smile and
opened a book that he brought over to show me, and just then Mrs. K called on his group.
Yongjun looked at me with a regretful look for a moment, but soon began writing down the
words that Mrs. K was calling one by one. Soon the smile on Yongjun’s face disappeared. I
could even find a grim look on Yongjun’s face who was trying hard to write down everything
exactly as the teacher said.
Yongjun started attending Woodbury School in February 2017. He was born weak that he
always got ill for a long time. So Yongjun’s mother was not interested in anything but his health
and growth. Not long after Yongjun went to elementary school, he heard that his family had to
move to the U.S. as his father was assigned to work at a U.S. branch of the company that he
worked for. Yongjun, who had not learned English at all until then, was terrified to hear that.
Yongjun could not imagine that he could go to a U.S. elementary school where he would not be
able to understand and say a word at all. Until the day he left for the U.S., Yongjun begged his
mom and dad in tears to help him not speak English in front of others in the classroom. Feeling
sorry for his son encountering so many changes in the new place, Yongjun’s mom, Minjeong,
tried not to bother him pushing him to study English. However, as time went on, Minjeong’s
concern about Yongjun’s lack of English grew. Minjeong found that Yongjun was particularly
slow to develop English skills compared to other Korean students of his age. At one point,
Minjeong started to regret sending him to the English speaking school without teaching him
some English in advance. Minjeong was trying hard to conceal her concerns, but she could not
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help fretting about his son who was actually struggling in school every day due to his lack of
English skill.
Second Language Anxiety in the English-only Classroom
Yongjun, who just finished the vocabulary test, glanced at the book that Semin was
reading and threw a word in a pompous voice.
Yongjun: 어 너 그 책 읽는거야? 그거 진짜 쉬운건데. (Oh, you’re reading that
book? That’s a very easy book.)
Semin: (seems to feel offended) 야 솔직히 말해서 니가 읽는 책이 더 쉬운거거든
(Hey, to be honest, the book that you are reading is easier than mine).
Yongjun: 내 책은 니 것보다 훨씬 길어. 56 페이지나 된다고.(My book has more pages
than yours, 56 pages).
Semin: 야, 나는 매직트리하우스 책도 읽을 수 있어. 저번에는 시간여행에 대한 책도
읽었어. 엄청 유명한 건데

(Hey, I can read Magic Tree House books. Last time I

read one about time travel and…they are popular).
Yongjun: (peeking on Semin’s reading response writing) 야, 너 여기 스펠링
틀렸잖아. memori 가 아니라 memorY 라고 써야지(Hey,

you spelled wrong here, it is

not memori, it is ‘m-e-m-o-r-Y’ ).
Semin: 난 저번에 영어단어 200 문제 시험 보고 다 맞은 적도 있어(You know I have
taken a 200-word vocabulary test and got all the answers?).
Semin: (Suddenly changing the subject) 선생님, 여기 학교에 안 좋은 게 있어요.
한국에서는 한시간 공부하고 쉬고 또 한시간 공부하고 쉬고 하는데 여기는 계속 공부만
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해요 그래서 너무 힘들어요

(Teacher, do you know what is really bad about

schooling here? We don’t get enough recess here. In Korea, we study, take a
short break, and study, and take another short break, but here we study all the
time. That’s why I feel so difficult).
Yongjun: 나는 아무렇지도 않은데. 하나도 안 힘든데 (It doesn’t matter to me at all. I
am perfectly fine).
In a quiet classroom where the students were either taking a vocabulary test or reading a book,
Semin and Yongjun were arguing over each other’s English proficiency in a small voice,
comparing the books that they were respectively reading. In fact, Yongjun had just told me, “I
like to read easy books,” as he showed me a book that he had borrowed from the ESL classroom.
But ironically, Yongjun was arguing loudly that the book he was reading was harder than
Semin’s, delivering the message, “My English is better than yours.”
Yongjun, who had been in Woodbury school for more than seven months, was the most
helpful person for Semin who just joined Woodbury school a month ago and was having a hard
time adjusting to a new learning environment. Being placed in difficult circumstances where he
did not understand his homeroom teacher at all, to overcome the many difficulties Semin always
asked questions to Yongjun and imitated everything he did. Meanwhile, Semin’s presence helped
Yongjun as well. When the class was working on pair work activities, Semin and Yongjun
always became a team and collaboratively figured out the situation and solved out the
problems/tasks at hand communicating to each other in Korean. Yet, Semin and Yongjun, who
were such indispensable close friends and partners, often undervalued each other’s English skills
without giving up an inch.
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Semin and Yongjun were very sensitive to situations and opportunities in which their
English skills were evaluated and judged. English language proficiency has been the main
criterion used to measure academic success of bilingual students new to U.S. school and at the
same time the fundamental reason for the failures and frustrations they have experienced in the
English-only classroom learning environment (Portes & Rumbaut, 2001; Suárez-Orozco &
Suárez-Orozco, 2009). According to Vygotsky (1978), in a child’s developmental process
language becomes internalized to become psychological tools that mediate their understanding
and knowledge construction process. Therefore, children’s use of language and especially their
engagement in collaborative dialogues matter in knowledge building processes that are
inherently social. Not surprisingly, in the English-only learning environment where Semin and
Yongjun could not properly participate in the interactive learning processes involving
collaborative dialogues due to their lack of English language proficiency, they had difficulty in
understanding the content taught and shared in the classroom. Since cognition and emotion are
inseparably linked (see Kozulin, Gindis, Ageyev, & Miller, 2003 to view Vygotsky’s perspective
on cognition and emotion), during class where Semin and Yongjun faced many difficulties and
inconveniences they experienced various emotions. Indeed, their limited engagement in the
learning activities caused them to lose confidence and feel anxious about their language skills in
their daily lives.
Jinwoo’s biggest motivation to write his book was the inconvenience and anxiety he
himself experienced due to the language barriers and the fears and worries he witnessed in other
Korean students. The uneasy and fearful feelings that Jinwoo had gone through because he could
not understand the driver on the school bus, the lunch lady in the cafeteria, and the teachers in
the classroom seemed to be experienced again by Semin and Yongjun according to what they
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said in the aforementioned conversation. More than a year after Jinwoo returned to Korea, the
Korean students at Woodbury School including Semin and Yongjun were feeling the same
pressure and stress that Jinwoo had experienced due to the language barriers in the English-only
learning environment as their frequent and sour remarks to each other, “at least I speak English
better than you”, indicated.
Negative Emotions Observed
What I discovered through my volunteering experience in Woodbury school by sitting
next to the Korean emergent bilingual students in their mainstream classrooms was that all
Korean students who I was helping out with were commonly experiencing a lot of emotions
during class, particularly negative ones. Most of the time, the English-only policy in the U.S.
schools and the language barriers that the emergent bilingual students were experiencing in the
classroom learning situation were the main cause of the various negative emotions that the
students were feeling. Woodbury’s English-only classrooms, where the Korean emergent
bilingual students who had just begun learning English spent all day listening, speaking, reading,
and writing incomprehensible levels of English, often embarrassed them and made them feel
frustrated to the point where they could hardly bear it. Soon I realized that the negative emotions
that the three Korean students expressed in the English learning environment and the incidents
they went through until they experienced those emotions were remarkably consistent with the
emotions that the process model that I established based on Jinwoo’s stories highlights and the
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steps that compose the model (see Figure 5).

Figure 5. Original process model of emergent bilingual students’ negative emotions.
The first panel of the process model of emergent bilingual students’ emotions derived
from Jinwoo’s stories was observed in the three Korean students’ daily schooling experiences.
Although each situation was slightly different, the emotions that Jinwoo’s stories described arose
when he encountered new learning opportunities or events where the medium of instruction was
only the school language, English. The difficulties that Jinwoo had in the new learning situation
where he could not understand and properly speak and write English led Jinwoo to experience
negative emotions such as anxiety and frustration. For example, after hearing a loud siren
unexpectedly going off in the fire drill, Jinwoo followed the teacher and other students to an
outside area behind the building. But he did not understand what exactly was happening in the
situation. The confusion that Jinwoo had, being unable to know whether the siren was for a drill
or a real emergency, left him shivering with anxiety and fear. Interestingly, this pattern was also
found in the processes in which the three Korean students experienced and expressed negative
emotions in their classrooms. Here is a short story (see Box 2) that demonstrates how the same
pattern was found in the process where Minho emotionally reacted to his teacher’s use of
popsicle sticks during a reading lesson.
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“I don’t know what this book is talking about, but I am just reading it.” Minho was
struggling with a thin chapter book. Minho looked very tired. Forcing himself to stay awake,
Minho was slowly turning over the pages. Then he heard Mrs. C’s signaling that the
independent reading time was over. Seeing Mrs. C pick up a small container full of popsicle
sticks and shake them, Minho immediately closed the book. Fixing his gaze upon Mrs. C’s
hand picking out a stick, Minho’s face looked full of anxiety.
Mrs. C: Number 14, would you like to buzz about what you have read today?
As a boy stood up and began talking about the book that he had read a sense of relief crossed
Minho’s face. In fact, Minho was not listening to the boy, instead he was busy rummaging
through his desk.
Minho: (With a worried tone) I have to find the Chromebook password card...
Mihyun(I): (whispering) You need that right now? Aren’t you supposed to hear what you
friend is sharing with the class?
Minho: Yes, but.., I mean, I had a problem not knowing the chrome book password during the
writing lesson yesterday. I need to find the card to get prepared for the following class.
Minho, who were foraging in his desk without listening to his classmate, suddenly
raised one hand to the teacher. As Mrs. C was about to pick another popsicle stick, Minho
urgently waved his hand several times, signaling the teacher that he wanted to go to bathroom
so badly. Mrs. C soon recognized Minho’s hand, smiled, and nodded at him. Minho quickly
walked out of the classroom. A few minutes later after the reading lesson was completely over,
Minho return to class quietly. There was a small group discussion activity going on. Everyone
in the class was busy talking to each other, sharing ideas and thoughts about their writing.
Minho said nothing until the end of the class with his lips clenched.
Box 2. Minho’s emotions captured in his mainstream classroom
Minho was having hard time understanding the book he was reading, as what he said to
me, “I don’t know what the author is talking about, but I am just reading it,” demonstrated.
Minho was already feeling enough frustration as he was spending about 20 minutes reading what
he was not able to make sense at all. But that was not the end. Mrs. C picked up a popsicle jar to
choose a student to share what he or she had read with the class. Minho thought that he would
not be able to meet the teacher’s expectation. He was already struggling to understand the book,
so it literally seemed impossible for him to verbally share his thoughts on the book in English
with the class. Minho’s busy handwaving at the teacher and his troubled face revealed all the
worries and fear that he had about the possibility that the teacher could pull out his number so he
would get in trouble being laughed at by his classmates.
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The initial process model of emergent bilingual students’ emotions derived from
Jinwoo’s stories (see Figure 3 & 5 and Figure 4) highlights ‘difficulties in understanding’ as a
main problem that the Korean emergent bilingual students faced in the new learning
events/opportunities. However, the observation of the three newcomer Korean students revealed
that the communication problems that they experienced in the classroom encompassed more
comprehensive language barriers which entailed difficulty in understanding and difficulty in
expression both. Most of the classes that I observed in Woodbury school, although there were
some slight differences among the lessons, usually began by listening to the teacher’s
explanations about the content spoken in English. After listening to the teacher, the students
usually participated in some communicative activities such as pair or small group discussions,
and in many cases the class often concluded as the students engaged in an individual reading or
writing practice activity. In this circumstance, most newcomer Korean emergent bilingual
students learning in Woodbury’s classrooms first encountered understanding issues. It was
usually impossible for them to grasp the essential subject matter knowledge and know how to
participate in the new learning activities as they could not understand the teacher’s explanations
and activity directions. Moreover, even if the students understood the teacher to some extent,
expressing their understanding of the content by speaking and writing in English was another
difficulty that they always wanted to avoid.
Minho: …Whenever I talk, I always worry [if I’m wrong]… because I speak in
English. I worry if people could not understand me. During writing lessons, I have
to write long sentences in English, that is really…[difficult]. Even when I finish
writing in English, [I’m afraid] if people don’t understand what I wrote in
English…
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As demonstrated in Minho’s comment above, the newcomer Korean emergent bilingual students
in Woodbury school were experiencing anxiety and fear when participating in the expressive
classroom learning activities, feeling self-conscious about their English language use.

Figure 6. Extended model of emergent bilingual students’ emotions: negative emotions.
Minho’s story introduced above (see box 2) highlights secondary negative emotions such
as embarrassment and shame. Minho felt those emotions after initially feeling a series of primary
negative emotions such as anxiety and fear in the classroom learning situation where he was not
able to successfully participate in the learning activities and meet the teacher’s expectations due
to language barriers (see Figure 6). Psychologists have investigated self-conscious and selfevaluative secondary emotions, which have been known to often follow primary emotions in
particular situations (Damasio, 1994; Lewis, 1995; Lewis, Sullivan, Stanger, & Weiss, 1989).
After people feel a certain emotion(s) and then attribute it to a result of their actions, they can
experience secondary emotions mentioned above. Experiencing frustration and anxiety that he
primarily felt about himself who could not understand the book written in English, Minho
suddenly started to rummage his desk to find his Chromebook password card that had nothing to
do with the class. Minho seemed to attribute the anxiety and fear that he felt during the book
sharing activity to his lack of English skills and failure to understand the book, which led him to
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recall another mistake he had made the other day in the previous writing lesson as he could not
properly understand the teacher’s direction regarding how to sign in to access his Chromebook.
For Minho, finding out the Chromebook password was much more important than listening to
his classmate, not to make the same mistake again and put himself at risk of being judged by and
laughed at by other students.
The primary emotions such as fear and anxiety and the two negative secondary emotions
such as embarrassment and shame that Minho felt in the reading lesson hindered him from
participating in classroom learning activity afterward. Under the emotional strain caused by the
language barriers, Minho chose to avoid the situation by leaving the classroom instead of
actively dealing with the situation and overcoming the negative emotions. After he returned to
the classroom, Minho remained tight-lipped and did not participate in any discussion activities
whereas the whole class was actively talking about the topic in the group discussions. Language
learners’ reticence in the classroom is one of the popular topics that have been studied and
observed by second and foreign language learning researchers. Research has reported several
cases in which language learners experienced various emotions such as anxiety and shame due to
language barriers and remained quiet, not responding to the teacher in class and avoiding their
participation in the expressive classroom learning activities (Beckmann, & Beckmann, 2018;
Chen, 2003; Li, & Jia, 2006; MacIntyre, Dörnyei, Clément, & Noels, 1998; Tsui,1996).
Minho’s silence in the expressive classroom learning activity can be better understood by
the concept of Creative Mortification. According to Beghetto (2014), Creative Mortification
refers to an indefinite suspension of creative activity resulting from negative performance
outcomes coupled with experiences of shame and negative self-beliefs (i.e., the belief that
improvement is not possible). As observed in Minho’s spontaneous disengagement in the
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expressive classroom learning activities, emergent bilingual students’ language performances can
impede their active participation in classroom learning activities as well as creative expressions.
Minho’s negative performances outcomes in the previous English speaking and listening
activities coupled with the self-conscious emotions such as embarrassment and shame that he
experienced as a result contributed to his disengagement from the creative expression
opportunity (Beghetto & Dilley, 2016). Not surprisingly, Minho’s mini-c interpretation of the
classroom content was never expressed and shared with other students on that day, which would
have been able to make a contribution to his own and other students’ deeper and broader
understanding of the content and creativity development (Beghetto, 2016a).
Panel 1. extended process model of emergent bilingual students’ emotions: negative
emotions. The extended process model of emergent bilingual students’ negative emotions
(Figure 6) that effectively explained Minho’s emotional experience was also applied to interpret
Semin and Yongjun’s emotions in their fourth grade classroom. When the Semin and Yongjun
experienced difficulties in class due to the language barriers, they first showed anxiety and fear,
and then expressed some self-conscious emotions such as shame, comparing themselves with
others in terms of their inability to complete the classroom task. Interestingly, Semin and
Yongjun were only one grade higher than Minho, but they were much more sensitive to others’
evaluation and judgement on their English proficiency and language performances. While I was
observing and helping Semin and Yongjun in their classroom, I often witnessed their feeling of
fear, anxiety as well as embarrassment and shame. Especially, with just a month or so since
Semin started to attend Woodbury school, he was experiencing and expressing various negative
emotions more often than other Korean students as he was experiencing more setbacks than
others as a newcomer student who just joined the school.
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In the following paragraphs, I elaborate on the extended form of the process model of
emergent bilingual students’ negative emotions, providing examples of the various emotional
reactions that I witnessed while helping Semin and Yongjun in their English-only fourth grade
classroom. In illustrating the extended process model of emergent bilingual students’ emotions, I
present many short life sorties of Semin and Yongjun that were collected from the interviews and
the observations of their everyday classroom learning experience. Initially, I actively shared my
research purpose, design, and the entire study process with the three Korean students as I viewed
the students as the “co-inquirers and co-collaborators” (Savin-Baden & Niekerk, 2007, p. 471)
in this study. The three Korean students’ life experiences that were shared with me throughout
the study processes indeed reaffirmed, modified, added new ideas to my understanding of the
Korean emergent bilingual students’ learning experiences based on what Jinwoo’s stories
illustrated (see Clandinin & Connelly, 1994). Particularly, in the following, the classroom
learning stories of Semin and Yongjun are presented as a means of verifying the extended form
of the process model of emergent bilingual students’ negative emotions in the way that I show
how their life experiences contributed to further developing the initial model of emergent
bilingual students’ emotions into an extended version of the model.
(a) New learning experiences/events. Newcomer emergent bilingual students in the U.S.
schools face great difficulties from the beginning because they should promptly adapt to the
learning environment where they have to use a new language. It is challenging for emergent
bilingual students to learn about the new rules in the school and classrooms as they cannot
properly understand what the teacher is saying in English yet. The Korean emergent bilingual
students in Woodbury school were participating in new learning activities every day,
encountering the language barriers that hindered their understanding of their native-speaking
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teachers and peers. Semin had a very difficult time in Woodbury school during the first couple of
months as he had to participate in all class activities with his beginning level English in the
unfamiliar learning environment. Wearing a puzzled look on his face, Semin would often say to
me, “Teacher, it is not like this in Korea.”
Both during class and recess, Semin faced cultural differences between U.S. schools and
Korean schools in many ways. Not only in everyday school events such as riding a school bus,
eating lunch, and taking a recess but also in the classroom learning situations Semin had to adapt
himself to the many different things such as the types of learning activities his class engaged,
how the teacher led each lesson, and the teacher expectations imposed on the students’
participation and achievement (Li, 2003; Palmer, Chen, Chang, and Leclere, 2006).
Semin: It takes a long time to solve a math problem here in the American school.
Math class is the easiest for me, but sometimes it is even more difficult and weird.
In many cases, after solving just a few math problems the class is over. I guess it’s
because we don’t have a textbook here.
In many of the class lessons, Mrs. K explained the content of the class and then gave her class a
task to express their thoughts on what was explained in her lecture. For Semin and Yongjun, who
were already having hard time adjusting to the unfamiliar content and teaching approaches, being
pressured to express their thoughts in English was another huge challenge. Semin often said, “I
don’t want to study,” and “I’m bored.” like a habit of speaking during class. Muttering “I don’t
know why I’m doing this useless thing,” under his breath, Semin would sit idly in class with a
grimace on his face.
(b) Language barriers. Both Semin and Yongjun could not understand what the teacher
was saying in class and they were therefore experiencing many restrictions on their participation
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in the class learning activities and events. In particular, Semin barely understood the Mrs. K’s
activity directions. Even when the concepts that he had previously learned in Korea were
discussed in class, it was difficult for him to actively participate in the learning activities or
finish the given task on time. Most native-speaking classmates sitting around him would ask
questions to the teacher right away if they could not understand her activity directions. But
Semin, who was not confident about asking questions in English, had no choice but to sit
helplessly until the teacher approached him and slowly explained the activity again. Many times,
Semin could not even follow the teacher’s activity directions as simple as: “Open the book and
look at page five,” or “Take out your math journal and copy everything on the smart board.”
Semin: Mrs. K said I had to listen more carefully. But even though I attentively
listened to the teacher, I could not understand her. Sometimes, Mrs. K taught what
I had already learned in Korea. But listening to her in English, I couldn’t even
recognize that I had learned it before.
While volunteering in Mrs. K’s classroom, I sometimes would leave Semin alone shortly to take
care of Yongjun. Waiting for me to come back, Semin would sit still and helplessly complain, “I
don’t know what to do.” Meanwhile, Yongjun’s reaction was slightly different from Semin’s.
Observing him in the classroom for the first couple of days, I found Yongjun to be doing well in
class and feeling calm and confident. While Semin habitually talked to me that he was feeling
difficult and tired, Yongjun would smile at, saying, “I'm not tired at all,” “I’m feeling just fine,”
and “Mrs. Han, I’m doing well, so help Semin.”
Minjeong, Yongjun’s mother: When I asked Yongjun about his school life, he
always said the same thing, “I am doing good, school is fun, and the teacher is
very kind.” So at first, I thought Yongjun was doing well in school without any
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problems. But one day I found a math worksheet in his backpack. It looked like
he didn’t understand the problems at all. He just added and subtracted all numbers
written in the problems. Then I realized that Yongjun could not understand the
teacher in class. I assumed that Yongjun had been finishing most classroom
activities without even knowing what he was expected to do.
In most math classes, Yongjun would constantly nod his head toward Mrs. K who was
explaining how to solve the problems to the class. At one point, I realized that his enthusiastic
noddings did not necessarily mean that he understood what the teacher said. Pointing to each
problem on a worksheet that his teacher had just finished a walk-through, I asked a few questions
to Yongjun to check his understanding of the problems. Blushing with embarrassment, Yongjun
said to me in a small voice, “I don’t know.” I explained the meaning of the mathematical terms
used in the problems to him and then summarized what the teacher had just pointed out in
Korean. “Aha!” Yongjun exclaimed. I saw his face glowing with a smile. “Oh, that’s it! I get it
now, so in number one, what I am going to do is…,” Yongjun started to rattle on about the math
problems with excitement.
Yongjun: Honesty, there were many times when I found English reading difficult.
I wish the teacher would help me. Honesty, I’d like to ask her to explain some
difficult English words to me. When I’m reading, I’d like someone to explain the
words that I don’t know, so I can understand what I am reading better.
This is what Yongjun later confided in a personal conversation with me in a small voice. Unlike
Semin, who openly revealed his weaknesses and often urgently asked me for help, Yongjun
always seemed to be feeling comfortable and confident. But it turned out that Yongjun was also
having a lot of difficulty in the classroom learning activities as much as Semin was.
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It was difficult for both Semin and Yongjun to express their thoughts freely both in words
and in writing. When other native-speaking students were busy raising their hand and expressing
their ideas to the class, Semin and Yongjun were mostly silent. In writing, it was hard for Semin
to decide what he wanted to write. Even though he had some good ideas to share with the class,
Semin had difficulty expressing those ideas in writing. Yongjun, who seems to be perfectly fine
writing something on a paper, would in fact repeatedly write and erase nonsense sentences or
words.
Hyesoo, Semin’s mother: Semin has said to me that his teacher reads a book in class.
Semin often understood nothing, so he was totally stressed out. Semin wanted to answer
the teacher’s questions and write a good response to the story. He thinks he can do
everything very well if he could use Korean in those activities. But, the reality is that,
sometimes he doesn’t even understand a single word for a while in the read alouds.
Yongjun: If the teacher could help me understand what the read-aloud story is about?
Then I would be able to think about the story. Then I could raise my hand and share my
thoughts with the class.
Deep down, Semin was eager to understand his teacher’s questions and respond to them. Semin
wanted to express his thoughts during class so badly. Yet, he had to stay quiet because of the
language barriers. Semin gradually lost confidence in himself to share his ideas with others. He
often experienced negative emotions, frustration and shame, as his desire to communicate with
and be praised by his teacher grew but in the reality he could not achieve those wishes.
(c) Negative emotions. The mothers of the three Korean students had witnessed the
feelings of failure and frustration that their children experienced every day as they had to
participate in the classroom learning activities with many language barriers. The three Korean
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students would begin worrying about the next school day shortly after returning home from
school. Witnessing their children’s anxiety at home so often, all three mothers firmly believed
that the reason for the negative feelings that the three students were experiencing at school
originated from the difficulty that they had communicating and learning in English.
Minjeong, Yongjun’s mother: If the language problems could be solved so if they could
properly communicate with their teachers and friends, they would feel much more
comfortable in school. I’m sure they would stop feeling all those negative feelings.
The various negative emotions such as anxiety, anger, frustration, shame that Semin was
experiencing toward school were often revealed in the Korean conversations with me and
through the somber look on his face that was often observed during class.
Semin: (choosing a topic to write)…I’m going to write an essay complaining
about how I feel angry here.
Mihyun(I): What complaints do you have at school?
Semin: It’s like schooling means nothing to me every day. It’s boring.
Mihyun(I): Are you angry because you feel like you wouldn’t be able to finish
this writing task on time?
Semin: No, I mean to write that I really don’t want to have more “I don’t
understand” days.
Semin divided the days of his daily school life into two categories: ‘okay days’ and
‘NOT-okay days’ with some unpleasant events. In his early days of adjusting to Woodbury
school, some incidents took place to Semin due to his limited communications with the teacher.
At least once a day, he was in some kind of trouble in class and his behavior was pointed out by
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the teacher. Even on the lucky days passed without any incidents, Semin had sad and angry
dreams at night.
Semin:..(sighs) I feel like today ends up being a NOT-okay day. I’m afraid
something bad is going to happen to me. Last night I was in a big trouble in my
dream. I cried, and when I woke up I found that I had been really crying. I felt so
sad that I had such a bad dream…
Yongjun, likewise, experienced a variety of emotions just as Semin, but the way he reacted to
those emotions was slightly different from Semin’s. Yongjun felt too embarrassed to
acknowledge and admit his emotions that arose during class. So he would never want to expose
his feelings of anxiety, frustration, and anger that he was actually experiencing quite often. Since
Yongjun was afraid Mrs. K would realize that he felt such feelings, he always said he was happy
under a smiling face. In the interview with me Yongjun honestly talked about some of the
negative emotions he had had before, which he had never shared with anyone else, even with his
mother.
Fear and anxiety. At the beginning, Semin’s days at Woodbury school were simply a
series of hardships. He was too busy, hard and tired every day. Even at home, Semin was always
worried about the next day at school, fearing that he might not be able to finish his class tasks
correctly or on time. His eyes always followed Mrs. K figuring out what to do and what not to do
in class. Semin was afraid he could do something wrong in the classroom and as a result he
would be in a big trouble. Still, he rarely asked a question to Mrs. K because he was even afraid
she would rebuke him for not attentively listening to her. Semin remembered all the dates when I
would come to help him. He had been waiting all morning for me to come to his classroom, and
looked anxious and restless if I was a few minutes late. Once, my volunteering schedule changed
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due to a school situation, so I went to Semin’s class an hour earlier than the original schedule. I
immediately found a deep sense of apprehension on Semin’s face.
Semin: I didn’t expect you so early. You’re supposed to come at the writing class,
aren’t you? I need you in real emergencies. If I use up all your help in the
morning, how can I survive the afternoon? I have a lot of work to do this
afternoon, and I hardly understand Mrs. K in the read-aloud time. Without you in
the afternoon, I feel like I’m going to be ruined all day.
It was not just Semin who experienced constant anxiety in the classroom. Yongjun often
felt anxious and fearful without knowing what to do during class. Just like Semin, there were
times when Yongjun felt afraid he would not understand the teacher correctly and that he would
not be able to complete classroom tasks properly. And yet, he avoided speaking with Mrs. K and
his native-speaking classmates because he was always worried that he would say something
wrong in English. Yongjun was good at hiding all those feelings.
Minjeong, Yongjun’s mother: I don’t know how Yongjun is doing at school.
Compared to other Korean kids, it seems to me that Yongjun’s English has
improved much and actually his grades are not as good as theirs. But Yongjun has
never said ‘it’s difficult’ or anything like that. I think it’s because of his shy
personality.
In writing classes, I often witnessed a look of helplessness crossing on Yongjun’s face who
would keep staring at the blank paper gripping a pencil tightly. Later, when I was alone with
him, Yongjun said to me secretly, “I sometimes worry. Particularly, I have a hard time writing.”
He added that in fact he had a lot of trouble in writing because he was so often empty of ideas
when writing in English.
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Frustration. Semin was under a lot of frustration and stress in the classroom because
often he could not understand what his teacher and friends said in English. He found all
classroom activities difficult and boring. The most frustrating thing was the fact that he could not
do well in everything even if he tried his best. Semin was inherently a very motivated learner.
Eager to understand what the teacher was saying, Semin paid full attention to Mrs. K all day
long. But no matter how hard Semin tried, nothing seemed to change much.
Semin: There are a lot of times when I said to myself, ‘Oh, I should have said
this,’ ‘I should have done this,’ Or, ‘that’s what I knew!’ I often think like, ‘I
wish I knew this earlier!’ and I feel upset.
Hyesoo, Semin’s mother: Semin gets upset when he can’t talk and participate in
the classroom activities as much as he wanted to do. For example, even when he
had something he wanted to share with the class, the ideas that he could verbally
express were so limited. Semin often muttered to himself, “I wish I would have
been able to do all classroom work in Korean, then I could do everything very
well.”
As these experiences accumulated, Semin kept feeling like he would never be able to do well in
any of the classroom activities. I often witnessed Semin just looking down on the activity
worksheet given by the teacher and sighing for a while, while all other students in the classroom
were working hard on it.
Semin: I know I can’t write a good reading response no matter how much effort I
make. So I felt jealous whenever I saw Mrs. K praising some AMERICAN
students because they wrote a nice reading response. I’m not good at English, so
even though I really want to do it well, I just can’t.
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In particular, the teacher read-alouds in which Mrs. K read a book for about 30 minutes and the
class sit still and listened to the story was the most difficult time for both Semin and Yongjun.
Both students barely managed to survive the long, tedious half-hour read-aloud time, yawning,
touching their feet, and staring off into space. With a look of distress, Semin often whispered to
me, “what does this mean to me, sitting here this long and understanding nothing?”
Mrs. K would give her class a writing task following each read aloud. One day, Semin,
who came straight to the ESL classroom after a read-aloud session, expressed his difficult
feelings to Miss G and me with a face full of frustration.
Semin: How can I write a reading response when I didn’t understand what I heard
in the read-aloud? I’m not good at English. I want to be good, too, but...It’s just
not fun. It’s not fun at all. Mrs. K always makes me do something, but I’m just
tired.
Embarrassment and shame. Semin had a hard time in his daily classes, where he
constantly realized that he could not become a successful student in the classroom. Realizing his
inability to produce good outcomes in almost every aspect of his class activities, Semin was
afraid and ashamed of the judgement from the teacher and from his classmates who had been
witnessing every mistake he made. On days when he found some of his classmates laugh at him
or look at him pitifully, Semin could not contain his anger on himself. One behavior of the
teacher that made Semin and Yongjun feel especially difficult was to abruptly ask them
questions in front of the whole class. One math class, Mrs. K who was explaining what ‘factors’
were suddenly picked Semin and asked a question to him, which greatly embarrassed him
regardless of her good intention.
Mrs. K: Semin, what are factors?

114

Semin:…
Mrs. K: Helen, tell Semin what factors are.
Helen: Factors are the numbers we can multiply together to get another number.
Mrs. K: Semin, what are factors?
Semin: (embarrassed look) factor is…umm..
Mrs. K: Semin, you should pay attention and listen.
Behind Semin’s back whose face just turned red with embarrassment, several students giggled
and laughed. Breathing hard, Semin mumbled for a while. With a stiff expression on his face
burning with shame and anger, he poured his heart out to me:
Mrs. K wouldn’t choose me when I raised my hand and volunteered to answer,
but she only picked me when I didn’t want to answer her question. What would
the other kids think of me now? They are looking down on me because they think
I don’t even know the basics. I’m feeling so humiliated right now. No matter what
I really know, to others, I must have just looked like a fool who doesn’t know
anything.
(d) Disengagement in learning and creative expression. A behavioral pattern commonly
shown in the Korean emergent bilingual students’ reactions to the new learning events and
activities in the English-only classrooms was to avoid engaging in those learning opportunities.
In particular, Semin and Yongjun evaded engaging in most communicative activities. In class,
the two Korean students avoided sharing their ideas with others and were extremely careful to
choose the words to express their thoughts in English. (Cao, 2011).
Mrs. K: Yongjun, will you come out and solve the problem?
Yongjun: I'll do it next time, not today.
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Mihyun(I): Yongjun, you’ve done everything so well and correctly, you should’ve
shown your work to others.
Yongjun: (shrugging his head) ...No, I mean, what if you’re out there and you did
something wrong…?
In fact, copying his answer to the math problem correctly written on his notebook onto the
smartboard was something he could do without caring much about his English. Nevertheless,
Yongjun firmly shook his head at the teacher’s call. He did not want to bear the consequences of
a mistake that he could possibly make at all.
Many language researchers reported second language learners’ unwillingness to speak
and communicate in English in classrooms (Chen, 2003; Li, & Jia, 2006; Tsui,1996; Zhang,
Beckmann, & Beckmann, 2018). According to MacIntyre, Dörnyei, Clément, and Noels (1998),
after having a series of unpleasant L2 experiences, second language learners can experience
negative language emotions such as anxiety and fear and be disinclined to volunteer answers in
class. The fear and anxiety that both Semin and Yongjun experienced almost every day in class
made them very sensitive to other people’s evaluations on their capabilities. It also diminished
their willingness to participate in classroom learning activities, combined with their previous
experiences of making mistakes and failures due to the language barriers. (Horwitz, Horwitz, &
Cope, 1986; MacIntyre & Gregersen, 2012). Both Semin and Yongjun were worried that they
would not be able to properly answer the teacher’s question. So they usually remained silent.
Through their numerous prior experiences, the two students seemed to have decided not to
express their ideas out loud at all to shun the danger of getting humiliated by making mistakes
(Phillips, 1984).
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Meanwhile, what I learned by observing these two students was that, being silent in class
never signified that they did not have their own interpretations and ideas about the content that
they wanted to share with other students. Participating in the hands-on activities in the science
classes and math classes where verbal expression was not the only way to share ideas, the two
Korean students have occasionally been observed to produce creative ideas and contribute to
their group’s learning and goal achievement.
Minjeong, Yongjun’s mother: A few days ago, I heard that Yongjun did an
interesting building activity in the science class. other members in his group tried
but theirs all collapsed. Yongjun showed them how to stack up the objects so his
group could build the highest one. As a result, his group got some praise from his
teacher. I don’t think Yongjun would have been able to participate in this activity
and share his ideas with other students if this was an activity where he had to
verbally express his thoughts and base his arguments. He would not have had
enough confidence and motivation to vocalize what he knew and thought in
English.
Expressing one’s thoughts in class, especially new ideas and ideas that are different from others,
requires a lot of risk taking (Beghetto, 2009b). To avoid making mistakes and feeling
embarrassment in front of others, Semin and Yongjun prevented themselves from expressing
their thoughts in English in class as far as possible, except for responding to the questions
required short and very certain answers (Phillips, 1984; Keaten & Kelly 2000). Under these
circumstances, it seemed almost impossible for the Korean emergent bilingual students like
Semin and Yongjun to participate in creative expression activities where students were expected
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to verbally share their subjectively new and meaningful ideas (i.e., ‘mini-c’ ideas, see Beghetto
& Kaufman, 2007) about the content with others.
Positive Emotions Observed
As a student-produced creative artifact, Jinwoo’s book provided emotional support for
the newcomer Korean the emergent bilingual students in the student-to-student relationships.
Moreover, the ‘Nurse’ and ‘ESL Classroom’ stories present a good example of teacher-tostudent emotional scaffolding practices that helped the Korean emergent bilingual students adapt
to and learn in the new environment and overcome the difficulties and negative emotions caused
by the language barriers. Jinwoo’s stories identified the possible processes of how those
emotional scaffolds were provided in the classroom learning situation as well as the positive
emotions that the Korean students experienced as a result such as joy, interest, and love. During
the classroom observations that I conducted in Woodbury school, I was able to observe the
positive emotions experienced by the three Korean emergent bilingual students, Minho, Semin,
and Yongjun. As in the case of the three Korean students’ negative emotions discussed earlier
(see page 110), the students’ positive emotions observed in the classroom and the process that
they went through to experience the emotions looked consistent with what the original process
model of emergent bilingual students’ positive emotions initially suggested in Chapter 3 (see
Figure 7 for a review).
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Figure 7. Original process model of emergent bilingual students’ emotions: positive emotions.
In the ESL classroom story, Jinwoo wrote, “feel free to talk in English at ESL because in
the ESL room, no one will tell you that your English is bad (Pappamihiel, 2001).” His comment
indirectly represents the feelings of fear and embarrassment that the Korean emergent bilingual
students must have commonly experienced when speaking in English in the English-only
mainstream classrooms. Contrastingly, Jinwoo described the ESL classroom as the most helpful
place where the Korean emergent bilingual students like him could experience positive feelings.
Then how did the ESL teachers help the Korean emergent bilingual students experience positive
emotions? In other words, what kinds of teacher emotional support did their ESL teachers
provide and how did the teachers’ emotional scaffolding behaviors contribute to the positive
emotions that Jinwoo and the three Korean emergent bilingual students experienced in the ESL
classroom? One scene in the ESL classroom observation presented below (see Box 3) is a good
example that effectively demonstrates the emotional scaffold that Mrs. G, provided in the ESL
classroom as well as how the process model of emergent bilingual students’ positive emotions
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derived based on Jinwoo’s stories was actually observed in the everyday classroom learning
environment.
One morning in October, Semin entered the ESL room with an angry face. Mrs. G
fixed her gaze at Semin for a moment and asked him in a diffident manner.
Mrs. G: Semin, can you tell me why you are feeling angry?
Semin: …(pouring out his emotions in Korean) 선생님이 맨날 나 힘든 거 시키는데
너무 힘들어요 저 진짜 너무 힘든 게 한국은 이런 거는 없는데..
그거(리딩리스판스)쓰는데, 새로운 이야기를 읽어주고 또 써야 하면…들어도 알아듣지를
못하니까 어떤 애들은, 리딩리스판스 잘 쓴 애들은 칭찬받는데…아 나는 영어가 안
되서..오늘은 몇명이 내가 쓴 거를 보고 비웃고 또 막 뭐라고 했는데..용준아 니가 통역을
좀 해줘(Yongjun,

translate for me).
Yongjun: 미안한데 못하겠어(I am sorry, I can’t).
Mrs.G : Mrs. Han, can you please translate for me?
Mihyun: Mrs. G, Semin is overwhelmed by a lot of hard work, particularly
writing a reading response in English at this moment. He had not done this kind
of writing in Korean before, so it is very new to him. Writing in English is hard
but writing a reading response is even harder because Semin couldn’t
understand what the teacher was saying in the read-aloud. He has often felt
jealous of other native-speaking students who got compliments from his teacher
for writing a good reading response. Today he felt angry and frustrated to hear
some kids in his class laughing at his reading response writing.
Mrs. G: Semin, how would your classmates feel if they had to write a reading
response in Korean? (Noticing Semin did not follow her,) Mrs. Han, can you
translate what I am saying to Semin? Semin, what if I should go to Korea and
write a reading response in Korean? “환영합니다(welcome),” That’s what I
would write over and over again because that is the only expression that I can
write in Korean. Semon, you are doing amazing. You need to be very proud of
yourself. I could not do what you are doing here in English. Don’t worry, I can
help you understand read aloud stories and write reading responses when you
come to the ESL class.
Mrs. G closed her book and picked up the read-aloud text that Semin brought into the class.
She read the story aloud line by line and checked his understanding of it at the end of every
paragraph. She did not just read the story. When a complex word came out, she stopped and
briefly but effectively explained the cultural and historical meaning of and the real-life use of
the word. Mrs. G used her gestures and intonations and asked many questions to help him
understand the new words and expressions. Moreover, she encouraged Semin to explore the
meaning of the new English words using both Korean and English as she kept inviting me to
join the conversations about the new words speaking Korean. In the translanguaging reading
and vocabulary learning process, Semin ended up teaching some Korean to Mrs. G such as
how to call uncle and aunt in Korean and the fact that Koreans also called waiters as
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WAITERS. When leaving the ESL classroom after going over the read-aloud story with Mrs.
G, Semin softly said to himself, “I feel like I am well-prepared to write about this read-aloud
story now.” He grinned.
Box 3. Semin’s read-aloud incident and Mrs. G’s emotional scaffolding.
Semin, who entered the classroom with an angry face, responded to Mrs. G’s question in
Korean instead of English. First of all, Semin thought that he would not be able to express his
complicated feelings in English properly, and at the same time, he did not feel like speaking in
English at all. But soon, Mrs. G’s sincere and heartfelt empathy and sympathy for Semin eased
his anger and frustration that had seemed to never be resolved. Fundamentally, Mrs. G
understood the difficulties Semin had constantly encountered while adapting to the new U.S.
learning environment in depth. She sympathized the negative emotions that her emergent
bilingual students were experiencing, which were harmful enough to hurt their motivation to
learn. Mrs. G encouraged Semin to talk about what he was feeling in his home language, Korean,
and attentively listened to everything he said about his feelings and the circumstances that had
caused them.
After hearing about what Semin told her, Mrs. G not only comforted his feelings, but
also actually contributed to solving his problems and meeting his needs. She immediately helped
Semin understand the read-aloud story and get prepared to write a reading response afterward.
Reading Semin’s overwhelmed feelings about English learning at the moment, Mrs. G tried to
enable him to access the meaning of the new English words in the read-aloud text using Korean.
In the process, she asked me, a Korean translator, to explain the words to Semin in Korean and
have some Korean conversations with him discussing the content of the story as well. Semin’s
face gradually brightened up. Semin began to show interest in the read-aloud story, which at first
he had never seemed interested. Semin opened his lips that were once shut tight and began to ask
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questions about the story. Not only did Semin discuss the meaning of the new English words
with Mrs. G, but he also taught her how to speak some of the words in Korean. He even tried to
teach her some cultural differences between Korea and the U.S. that beginner Korean speaker
should be aware of when using the Korean words (e.g., “In Korea we call ‘uncle’ and ‘aunt’
instead calling their first name.”). Coming out of the ESL classroom holding the read-aloud text
that he studied with Mrs. G that day, Semin’s face beamed with joy. He even seemed to be
looking forward to writing a reading response in Mrs. K’s class shortly. Unlike the normal days
when he had hard time leaving the ESL classroom, Semin briskly walked out of the ESL
classroom with a bright and cheerful “See you tomorrow!”
Mrs. G’ emotional scaffolding practices described above illustrate Nodding’s conception
of care (1984, 1992). According to her claim, caring is a fundamentally relational activity in
which the one caring feels with the cared for and receives them into oneself by genuinely
hearing, seeing, and feeling what they try to convey. Mrs. G’s caring words and behaviors
listening to Semin and deeply understanding his feelings and needs display the important aspect
of Noddings’s caring pedagogy, “engrossment” which means how the one caring becomes
engrossed in the needs, interests, and concerns of the cared for. Tappan (1998) discussed the
connection between Noddings’s caring pedagogy and Vygotsky’s sociocultural psychology
(1978, 1934/1986) proposing that Vygotsky’s principles advocates a caring, relational, and
dialogic processes as the key to good learning. He focused on Vygotsky’s concept of relation that
was manifested as the ongoing, supportive, and caring relationship between the more skilled
partner and the less skilled partner within the ZPD. As Tappan suggested, Vygotsky’s conception
of the ZPD inherently entails a process of guided participation where children are assisted in
performing tasks and solving problems as well as in becoming more caring through educators’
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semantically and linguistically caring actions. This caring and relational characteristics of
learning and development were effectively demonstrated in the dialogue between Mrs. G and
Semin, which enable us to locate the origin of Jinwoo’s caring act toward other Korean students.

Figure 8. Extended process model of emergent bilingual students’ emotions: positive emotions.
Panel 2. extended process model of emergent bilingual students’ emotions: positive
emotions. Just as the first panel of the process model of emergent bilingual students’ emotions
was extended through the actual classroom observation, the second panel of the process model
was also developed into the extended version (see Figure 8) by observing the three Korean
students’ positive emotional reactions and their subsequent actions in class. What I first
discovered through the classroom observations was that the positive emotions that the three
Korean students experienced through their teacher’s intentional emotional scaffolding efforts
could be classified into two categories as well: primary and secondary positive emotions. In
addition, by including the following actions the three Korean students later showed right after
experiencing primary and secondary positive emotions, which were their active participation in
the classroom learning activities and engagement in creative expressions, the extended form of
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the process model of emergent bilingual students’ positive emotions that even illustrates the
outcome of teacher emotional scaffolding practices was created.
As secondary emotions that are developed after basic emotions are elicited (Lewis &
Michalson, 1983; Lewis, Sullivan, & Michalson, 1984), self-conscious emotions arise when
individuals attribute an initial emotion-eliciting event to internal causes (Lewis, 2000; Tangney
& Dearing, 2002; Weiner, 1985) through self-evaluation processes (Buss, 2001; Lewis et al.,
1989; Tangney & Dearing, 2002). Particularly, positive self-conscious emotions such as pride
are elicited when events are appraised as relevant to identity goals (Tracy, & Robins, 2004). In
other words, people experience pride when they attribute specific achievements to some internal
factors, feeling proud of what they did and taking credit for the situation (Lewis, 2000; Tangney
et al., 1992). Researchers have recognized that self-conscious emotions are powerful motivators
of human behavior (Lewis, 1995). Specifically, pride, a positive self-conscious emotion, that
people feel in their achievements motivates people’s thoughts, feelings, and behaviors in the way
that it drives people to work hard, promotes their positive and moral behaviors, and develops a
genuine and deep-rooted sense of self-esteem in them (Campos, 1995; Fischer & Tangney, 1995;
Herrald & Tomaka, 2002; Lazarus, 1991; Leith & Baumeister, 1998; Stipek, 1995; Weiner,
1985).
As observed Semin’s responses to Mrs. G’s emotional scaffolding practice described
above, Semin experienced primary positive emotions such as interest and joy as he successfully
read and understood the text using both English and Korean. At the end of the ESL lesson, I
observed the expression of pride on his face which was also supported by the deep interest he
showed as he read and discussed the read-aloud text as well as the expectation and confidence he
exhibited toward the upcoming reading-response writing activity. It seemed clear to me that
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Semin attributed his achievements in the reading lesson to himself, his capabilities and/or efforts.
Specifically, Semin seemed to be experiencing pride as he attributed his successful reading
experience and outcomes to his potential as a bilingual who could understand texts in a broader
and richer way. Indeed, when Semin explained the meaning of some new words in both Korean
and English to Mrs. G and taught Korean to her, I witnessed the pride on his face that entailed a
feeling of joy. Mrs. G supported Semin to experience a small success using his ability as a
bilingual learner and positive emotions that encouraged and motivated him to participate in the
following learning activities: the reading and the discussion activities with her and even the
writing activity in his mainstream classroom which before he had always wanted to avoid.
I applied the second panel of the extended process model (Figure 8) to understand the
three Korean emergent bilingual students’ emotional responses observed not only in the ESL
classroom but also in Minho’s 3rd grade classroom as well as the 4th grade classroom of Semin
and Yongjun. In the following, I present my findings to portray each stage of the process model:
how the three teachers in the ESL classroom and the mainstream classrooms responded to the
three students’ emotional reactions to the new learning events and opportunities in which they
struggled with the language barriers and provided some form of emotional scaffolds, as well as
how such teachers’ actions elicited the students’ positive emotional experiences and influenced
their subsequent participation in the classroom learning activities and creative expressions.
(a) New learning experiences/events → (emotional scaffolding) → positive emotions.
Although the Korean emergent bilingual students in Woodbury school had a hard time adjusting
to the unfamiliar linguistic and cultural environment, they had two wonderful ESL teachers who
provided them with the right help and support from their very first day. It was when Yongjun
was riding bus home on his first day at Woodbury school, when his mother, Minjeong, was
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waiting for him at the bus stop. Minjeong was concerned about her son who must have been
stressed out, not being able to understand anything and speak a word all day long at school. But
contrary to her expectations, Yongjun’s face was bright when he got off the school bus.
Yongjun: Mom, school was so fun. I’m going to school again tomorrow.
Minjeong: You probably didn’t understand anything. How could you feel that
school was fun?
Yongjun: The teachers were kind.
What made Yongjun like school on the first day was not either good friends or fun learning
activities but the kind teachers, particularly the supportive ESL teachers who warmly welcomed
Yongjun and provided him with the right help to survive his first day in the English-only school
and classrooms. In the difficult and lonely situations where he could not understand English at all
and had no friends, Yongjun was greatly comforted and encouraged by the ESL teachers who
constantly showed him kindness and warmth and gently guided him through the new school and
classrooms. Before going to sleep that night, Yongjun told his mother several times about the
ESL teachers, repeatedly saying what they did to help him and that he would be just fine the next
day even in difficult situations if the teachers were to be around him. Yongjun added that the
ESL teachers were so kind so he could ask anything to them at any time.
Mrs. G: I think just having that person that you’re comfortable with and knowing
that they’ll help you is like an emotional support…I just want to be that one
person for them. I always want to make sure to show them that I’m here for them
and whether they need I’ll be there…
In fact, Mrs. G, one of the ESL teachers that Semin talked about to his mother, put a lot
of effort into building a positive relationship with her students from the first day she met them

126

(Furrer & Skinner, 2003; Marchand & Skinner, 2007). Mrs. G always greeted all her emergent
bilingual students entering the ESL classroom with a big smile. Whenever they met Mrs. G in the
ESL room, the students bombarded her with many questions. Mrs. G answered all the questions
that the students asked in all sincerity. Most of the questions were as trivial as “Why was the
hallway noisy yesterday?” or “Why did the principal come to my class this morning?”, but still
Mrs. G answered all the questions that children wondered as carefully as she could. Mrs. G
hoped the students would feel comfortable with her and not find it difficult to tell her anything.
She was always trying hard to form a relationship with her students so that they could come to
her and ask for help at any time without hesitation whenever they had difficulties in the new
learning environment. “I’m very, you know, positive and friendly so that the kids aren’t afraid to
tell me things,” stressed Mrs. G.
(b) Language Barriers → (emotional scaffolding) → positive emotions. The three
teachers of the three Korean emergent bilingual students were always watching them carefully,
paying keen attention to the degree to which they participated in the classroom learning activities
as well as the emotions that they were expressing while learning in the English-only classroom
(Williams et al., 2008). Based on their understanding of each student that the teachers gained by
their sustained observations, the three teachers tried hard to reduce the negative emotions that the
three students were experiencing during class due to the language barriers in various ways.
Above all, both Mrs. G and two other teachers, Mrs. C and Mrs. K, would always lavish praise
on the three Korean emergent bilingual students’ hard efforts to participate in the learning
activities in the new linguistic environment. (see Skaalvik & Skaalvik, 2013). The teachers were
really good at catching the moments when the students were working hard on the classroom
tasks and activities and praising them for their efforts. For instance, Mrs. C praised Minho for
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working hard in a coloring activity during class and Mrs. K praised Semin for completing and
turning in all his homework on time. The teachers would always speak in high terms of the
Korean students, praising their hard work and efforts in adapting to and learning in the new
linguistic and cultural environment.
In addition, the three teachers, who were native English speakers, provided linguistic
emotional scaffolds in the way that they made the content presented in class, their English
explanation of it, and the activity directions following the lecture easier and more
comprehensible and thereby reduced the frustration felt by their students. After giving the whole
class an activity direction during class, Mrs. K approached Semin and Yongjun and explained the
activity once again slow and in simple words, so that they could better understand what they
were supposed to do in the activity. Mrs. K frequently checked in on them, asking if they
understood the content well and had any difficulty participating in the activity and gave
continued feedback on their work to help them experience success without confusion in what
they were learning.
Mrs. C, on the other hand, would always encourage Minho to ask questions whenever he
found something not 100% clear. When Minho actually asked a question to her, Mrs. C praised
his courage to ask the question celebrating the important contribution the question made to
everyone’s learning in the classroom. Mrs. C often had her students form small groups and
collaboratively work on learning tasks and activities after teaching a new concept to the whole
class. Walking around the classroom, she constantly visited Minho sitting in a group to make
sure if he understood the activity and what his group members were telling, providing him with
extra explanation on the newly learned concept and several easy examples that helped his
understanding of the concept taught. In the ESL classroom, Mrs. G helped her students grasp the
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meaning of what they had not previously understand in their mainstream classroom lessons. She
explained the content in simpler terms and walked through their unfinished worksheets making
sure they understood the words used in the questions and prompts, so the students could better
understand the content, catch up with other students, and feel confident about sharing their
responses with others in their respective mainstream classrooms.
As another way of linguistic emotional scaffolding, the three teachers strived for
providing translanguaging learning opportunities for the three Korean students. All three teachers
had already experienced some moments when the students seemed to be more frustrated and
unable to understand no matter how many questions they asked and how many extra
explanations they provided in English. Studies have shown that home language support is
essential to enhance bilingual students’ engagement in learning and problem-solving activities
(Centeno‐Cortés & Jiménez Jiménez, 2004; Scott & FUENTE, 2008). Tranlanguaging support
has been reported to broaden students’ spectrum of the language repertoire and as a result
increase their engagement in learning and enhance their problem solving processes as well
(Bakhtin, 1998; Wei, 2017). The teachers were well aware of the benefits that the students could
receive when they were allowed to use both their home language and English in class. Mrs. C
and Mrs. K in the mainstream classrooms actively sought my translation help to support their
students to understand contents better and actively express their ideas in the classroom learning
activities. Basically both teachers found it very valuable to have me during class, who sit next to
the students in class and provided translanguaging help for them to communicate using both
Korean and English throughout each lesson. Furthermore, at the request of the teachers, I
translated the questions in math and science pre- and post- unit tests into Korean so the students
could understand the questions. I also helped them think about and write their answers to the
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questions in Korean and English. In writing activities, by having conversations in Korean with
the students, I helped them verbally plan what they wanted to write and fluently and accurately
express their thoughts in English.
(c) Negative Emotions → (emotional scaffolding)→ positive emotions. In the early days
of his adaptation to Woodbury school, Semin often showed a great deal of emotional ups and
downs in the ESL classroom, venting negative emotions such as frustration and anger that he had
just felt in the mainstream classroom. The ESL classroom was such a safe place for Semin to
speak and express everything. Mrs. G understood the negative emotions that Semin felt. Mrs. G
was playing a crucial role in comforting all Korean emergent bilingual students who often grew
sensitive to the various English issues that happened in their mainstream classroom. She indeed
relieved them of the negative emotions, which in turn greatly contributed to the students’
participation in the following classroom learning activities.
Mrs. G:…I usually remove the student from their classroom because they don’t
want kids looking at them when they’re crying. I usually bring them into here
(ESL classroom)..more of like a mothering role, you know that’s all they need is
like a hug or something that that comforts them…
During the first couple of month in Woodbury school Semin was having an extremely
difficult time. At the time Semin often walked into the ESL classroom angry. Frowned
throughout the class, he kept sighing and would not listen to and respond to Mrs. G. Still, Mrs. G
did not deny or restrain the negative emotions Semin showed. She rather encouraged him to
express his feelings and sincerely comforted his troubled heart (Turner et al.,1998). Until the end
of the class, Mrs. G kept cheering him up to participate and learn in the lesson, providing
positive feedback on even the small ideas that Semin presented during class (Cabello & Terrell,
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1994 and Pianta et al., 2008). After class, Mrs. G praised him for his hard work in the classroom
activities and tasks and all efforts he put even when he was emotionally challenged. She also
constantly sent out the message to Semin that all ESL teachers and volunteers were always by his
side wanting to help him.
Mrs. G: …Semin, there are a lot of English words. It’s natural that you get tired
and feel difficult because you have to learn so many words and even write
sentences using them in a short time. Whenever you find something difficult,
something like this (reading response), always bring it to us. Mrs. L (another ESL
teacher), Mrs. Han, and I can help you all the time…
In this way, Mrs. G helped her Korean emergent bilingual students overcome their
difficulties. Mrs. G provided positive and detailed feedback on the negative feelings that the
students expressed due to English. She also tried to send a message to all her students that
everyone can do well and achieve their goals in class. “We can encourage them…just by keeping
that attitude of ‘we can do this’ and ‘everyone can do this,’ we can foster that environment,” she
said in an emphastical tone in the interview with me. Mrs. G contributed to creating a learning
environment where everyone was supported to make efforts, experience success, and feel
confidence.
(d) Emotional scaffolding before new learning experience/event is presented. The ESL
teachers in Woodbury school including Mrs. G were well aware of the difficulties that their
emergent bilingual students were experiencing, based on their many years of experiences in
observing and teaching the students in the classroom (see K. Cooper, 2014; Merrit et al., 2012).
In particular, they understood the great hardships of the newcomer emergent bilingual students
who had just arrived at school. So when the teachers found out that Jinwoo was writing a book
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for newcomer Korean students, they felt excited and waited for it to be completed more than
anyone else. When Jinwoo’s book was finally completed, the teachers were extremely delighted
and appreciated all his efforts into writing the book. By the ESL teachers’ caring heart for
newcomer emergent bilingual students, Jinwoo’s book was delivered to Semin as soon as Semin
arrived at Woodbury school.
The ESL teachers’ emotional scaffolding effort described above, preventing students
from experiencing negative emotions and promoting their positive emotional experiences in
advance, was observed in Mrs. C’s classroom as well. Entering Minho’s classroom, I would say
“hi” to Mrs. C who would then put aside whatever she was doing and come and greet me with a
bright smile of welcome. Every time of my visit, Mrs. C briefly outlined her teaching plan to me
and shared with me what she had anticipated Minho finding difficult in her planned lesson. Mrs.
C liked to discuss with me her expectations on my role as a Korean translator in hopes to
maximize Minho’s understanding of and engagement in the lesson.
Mrs. C: Mrs. Han, I am so lucky to have you today! Minho and I really need your
help in today’s science lesson! We are going to do an experiment. I’m worried if
Minho would have hard time encountering many new English words, the names
of various rocks in my experiment direction. Also, he might feel frustrated while I
explain the long line of steps of the experiment. Can you please talk to Minho in
Korean and help him understand the content, experimental procedures, and
experiment results, and communicate with his group members in English during
and after the experiment?
Mrs. C always tried hard to predict the difficulties that her emergent bilingual student might face
in her English-speaking lessons. She sought and had me provide the appropriate language
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support for Minho during class, translanguaging help in this case, which became one of her
effective emotional scaffolding practices. The translanguaging conversation that I had with
Minho during the science class according to Mrs. C’s emotional scaffolding plan actually
contributed to preventing the anxiety and frustration that Minho could have felt before and
during the experiment and thus helping him participate in the following learning activities with
interest and joy.
Positive emotions observed.
Joy. Mrs. G always lavished praise on her students during class for their participation in
the learning activities and the outcomes that they produced as a result. Mrs. G immediately gave
positive feedback on all the classroom work that the students presented such as “You used many
different English words today,” “That’s right. You’ve got it right. The word in this paragraph is
indeed supposed to mean...”, and “Thank you for your active participation in today’s class.” At
her compliments, the three Korean emerging bilingual students would smile shyly but their faces
shone bright all the time.
The same was true of Mrs. C, who carefully watched every little act of Minho, praising
his participation in the learning activities and tasks and his efforts in all class work each day.
When Mrs. C happened to pass by Minho in class and saw him painstakingly coloring the Earth
on his worksheet, she paused at his desk and said to Minho, “Oh, you are coloring the outside
line first. Good idea, that can help carefully color each inside space... .” She praised Minho’s
effort in the activity with details. Whenever he got compliments from Mrs. C, Minho looked at
me shortly and smiled at me with his face beaming with happiness. Mrs. C often expressed the
joy of watching Minho’s efforts, achievements, and growths. When I entered Mrs. C’s
classroom, I would witness her delighted face, who had been looking forward to meeting me,
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showing some of Minho’s completed worksheets and writings to me, and sharing his linguistic
and academic achievements and growths with me. Minho could not hide his joy and happiness
when he saw Mrs. C feeling so proud of his accomplishments as if they were her own. Minho
said to me, with confidence and joy in his voice, “I like everything Mrs. C does for me, but the
happiest time for me is when I’m praised by her.”
Interest. Mrs. G’s ESL classroom was always full of fun and interesting activities that
boosted her emergent bilingual students’ motivation to learn. Therefore, while spending time in
her ESL classroom, the students had no time to be bored. Mr. G had many ideas to make her ESL
classroom a place where her emergent bilingual students experienced fun and meaningful
learning activities and thereby always wanted to come to and stay in the classroom anytime. Mrs.
G provided her students with many authentic learning activities and projects such as community
photobook making, reader’s theater, and name introduction project. Her emphasis on these types
of activities was to know each of her students well and prepare activities that fit the students’
interests. Indeed, while staying in the ESL classroom and participating in such fun activities, the
Korean emergent bilingual students talked a lot and laughed a great deal. The ESL classroom
was a pleasant and fun place that they wanted to come and learn all the time, just as Mrs. G had
hoped for.
Mrs. G: I try to do something fun, so they want to come here they want to learn.
we’re all interacting and there’s so many things that we can do with different
voices and that kind of thing. I make an emotional connection by…some kids like
soccer, so maybe I’m going to choose an activity to learn about how to do some
math circumferences by getting soccer balls.
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Sometimes Minho even had difficulty stopping talking and giggling with other students
in the ESL classroom. Still, Minho’s attitude toward learning looked quite serious as his active
participation in one of the ESL classroom learning activities, the community photo book making
project demonstrated. Minho teamed up with two other emergent bilingual students to create a
community photo book. He enthusiastically discussed and wrote about the places he liked to go
to in his neighborhood. He searched on a map for places to go to in the community near
Woodbury School such as grocery stores, libraries, and parks, took photos, and wrote brief
descriptions of the places. One day, right before the photo book was completed, Minho asked
Mrs. G with an excited look, “To whom will we send our photo book once we complete it?” At
that moment, Minho’s expression was full of excitement and anticipation, with the idea that he
was making something that could be actually used by someone new in the neighborhood just like
Jinwoo’s book was by himself.
Love. Even during the time Minho was having difficulties in Woodbury school, he liked
coming to school. It was because he had the ‘very nice teachers’ who always smiled brightly at
him, praised him, and provided him with the right help. In the ESL classroom, there were Mrs. G
and other ESL teachers who were building a close relationship with Minho consistently offering
him love and attention. In the ESL classroom, Minho would not stop talking. Minho asked many
questions to the teachers, sometimes he even started to ask questions outside the door as he
entered the ESL classroom. His questions varied day by day, from asking the name of the movie
character on the picture hung on the wall to when the construction of the new building in the
school would be finished as well as what Mrs. G did after school yesterday and what time she
went to bed. School was a pleasant place for Minho because he spent time and learned in the
classroom with a teacher like Mrs. G who sincerely responded to all his questions, revealed her
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true self, and showed affection to him.
Minho: Teacher! I want to come to school at 7 every morning from now on. And
I’d like to go home at 11 p.m. Especially, I’ll study in the ESL classroom all day
from 7 in the morning to 11 at night.
Above is what Minho said in the ESL classroom while he was studying a new word,
‘mayor’, and discussing some new rules that he wanted to establish if he became the mayor of
Woodbury school. Minho, who was happy whenever he came to the ESL classroom with the
loving care of her teachers, repeatedly told Mrs. G quite a few times, “I just want to come here
and stay here all day long and all week long.” Every day, the love that the ESL teachers had
toward their students was conveyed through their caring words to the students who were often in
difficult situations. Semin was always grateful for the loving consolation and encouragement that
he received from the ESL teachers who would visit his class and ask him “How are you feeling
today? Is there anything I can do for you?” every morning during his early days at Woodbury
school. “I know how hard you are feeling today, but you’re doing really well. I am so proud of
you,” Yongjun recited what I would told him before exactly. He said that he kept the loving
words in his heart for a long time.
Pride. Whenever the teachers of the three Korean emergent bilingual students had the
students share about their own prior learning experiences, what they knew well, with other
students during class, a look of pride appeared on the students’ faces. Mrs. G provided the
Korean students with many opportunities to share their home language, Korean, and culture
during class. In order to learn new English words, the Korean students often search for and
discuss the Korean words that had the same meanings with the English words. The students
really enjoyed talking about Korean words in learning new English words, comparing and
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contrasting the English and Korean words and discussing the cultural background under which
each Korean word was formed and used.
Mrs. G: What does waiter mean, Semin? He said he got a job as a ‘waiter’. What
does a waiter do?
Semin: Waiter? (with astonishment in his voice)
Mrs. G: You know that? Sounds familiar now?
Semin: Koreans also say 웨이터(waiter, in Korean pronunciation).
Mrs. G: Oh, similar?
Semin: It is English, but sound is little bit different. It sounds like
‘WAITTER’(with a proud smile on his face).
Mrs. G: Oh, cool! interesting! I like that.
The feelings of joy that the Korean emergent bilingual students felt during their
successful English and Korean vocabulary learning experience became the seeds of pride that
later they felt while self-evaluating the efforts they had made in learning. What was impressive
was that the feeling of pride was observed most distinctly on the students’ faces and through
their words when the Korean emergent bilingual students seemed to connect their successful
learning experiences to their bilingual identity and the potentials that they had as a bilingual
learner. With a proud face, the three Korean students would drag my hand several times to one
section of the wall near the ESL classroom wanting to show their special artwork on display to
me. The big title, “My Name Is..(나의 이름은…),” written in both Korean and English on top of
each round paper plate stood out to me, which followed by the meanings of the three students’
Korean names, the books they loved to read in Korea, and the Korean figures that they highly
respected. Such bilingual writing experiences, which enabled them to express and communicate
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their interests and confidence more effectively, illuminated all three students’ faces with pride
whenever they passed by the artworks and pointed their fingers at them.
Emotional scaffolding increases students’ engagement in learning and creative
expression. As observed in the three Korean students’ responses to Jinwoo’s stories, the
emotional scaffolds that Jinwoo provided for the three students through his stories prompted all
three students to actively engage in the dialogue to interpret the stories. Many social
psychologists suggested that exposure to the sharing of an emotion is emotion-eliciting (Archer
& Berg, 1978; Lazarus, Opton, Monikos, & Rankin, 1965; Shortt & Pennebaker, 1992).
According to Christophe and Rimé (1997), participants who primarily engaged in social process
of emotion sharing are likely to engage in secondary sharing of emotional narrative. Throughout
the time when the three students who accepted Jinwoo’s stories as their own and shared their
new interpretations of the emotions that Jinwoo had described in the stories, they experienced the
emotional support that Jinwoo offered and engaged in the creative expression activity sharing
their own emotions. Jinwoo’s sharing of his emotions in the form of narratives in which
creativity is inherently manifested in the story creation process (Albert & Kormos, 2004)
encouraged the three newcomer Korean students to engage in the affective meaning making
process (Oppenheim, 2006), which in turn also contributed to their emotional well-being in the
shared learning context.
In the same vein, the emotional scaffolds that the teachers of the three Korean emergent
bilingual students provided empowered the students to overcome the negative emotions they had
felt, experience positive emotions, and motivate them to strive to participate in the painstaking
classroom learning activities in the English-only learning environment. Minho was often feeling
great affection and trust from Mrs. C who would call his name friendly, kindly talk to him, and
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always try to help him. Even after nearly a year since Minho came to Woodbury school, learning
in the English-only classroom was still difficult for him. He was still struggling to learn the
content in his third grade classroom because he was not able to fully understand what the teacher
said in English yet. But Minho had a firm belief in Mrs. C who cared for him and helped him in
every way possible.
Minho: If something is too difficult or if I am not sure what to do in the
classroom, I can ask Mrs. C. Then she will answer shortly.
Mrs. C’s loving smiles for Minho and the emotional scaffolds that she offered for him every day
in the classroom promoted Minho’s emotional well-being. Even if he did not understand the
activity direction that Mrs. C gave the whole class and her explanations of an important concept,
Minho was not disturbed much. He raised his hand and patiently waited until Mrs. C came to
him. Minho knew that she would soon come give him a full account of the lesson and help him
understand what was going on. Minho believed that even if he did not understand Mrs. C’s extra
explanations, she would somehow help him understand and successfully finish the class by
asking for help from the ESL teachers or Mrs. Han (me), the Korean translator.
The powerful effect of Mrs. C’s emotional scaffolding for Minho, which had been often
observed on his happy face filled with love, was vividly captured one day. Minho was writing a
long essay. He looked very tired. Understanding Minho’s troubled heart, Mrs. C said in a warm,
soothing, and respectful voice, “It’s okay, Minho. You can stop writing it right here today.
You’ve already shown too much effort. Nice work on what you have written so far and let’s try
again tomorrow afternoon. I’ll help you.” However, Minho refused to stop writing there. Such
supporting attitude that Mrs. C showed and the kind words that she gave Minho offered him the
power to continue to write and finish it. He picked up the pencil again, took a deep breath, and
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said to Mrs. C, “I can do more.” Minho started to fire questions at me on how to express the new
ideas that he came up with in Korean into English. Mrs. C brought him many sources that he
could reference in writing such as some note-takings, handouts, and sample writings. Then Mrs.
C sat next to Minho with a smiley face, quietly looking at the sentences Minho was writing one
by one. His face lit up with happiness and contentment as he had two supporters sitting around
him, Mrs. C on his left side and me on his right side. Minho completed his essay by the end of
the writing class as he hoped.
Minho talked to me several times that every time I visited his classroom to help, he felt
extremely delighted and happy. Whenever he had me in class, Minho, who usually stayed quiet
in the classroom, incessantly talked to me in Korean, skipping from one subject to the next.
Unlike usual, Minho could often finish the classroom activities first with my translation help and
then the joy of completing the task that he felt doubled. Filled with pride, he said, “Wow! Look
at this, Mrs. Han. I was the first one who finished it and everyone else is still writing. Actually, I
can do the best of them if you help me.” In such a good mood, in those Korean conversations
with me Minho often gave unexpected and interesting thoughts about the content discussed in the
lesson. In one science class Minho was coloring the inside and outside of the Earth, talking about
the polar regions with me. Suddenly Minho asked me in Korean, “Teacher, this is the North Pole.
If we fill under the Earth’s crust up with ice in the North Pole and the South Pole, can we cool
off the hot temperature down there?” Shortly after, as coloring the mantle layer of the Earth in
orange as instructed by the teacher, Minho again asked me, "this warm orange color reminds me
of ‘hot springs.’ Are they related to the mantle?”
Minho’s questions may be just some of the many ordinary ideas that the students in the
class had in their personal understanding processes of the new science content. People may find
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those ideas interesting, but they would hesitate to call those ideas creative if they compared those
to the creative contributions that many scientists have made in the Earth science field. However,
according to the Four C Model of Creativity (Beghetto & Kaufman, 2007; Kaufman & Beghetto,
2009), Minho’s questions, his new and personally meaningful interpretations of the science
content can be considered creative at the mini-c level. The important thing to know is that mini-c
creativity plays an important role in learners’ knowledge construction processes. Minho’s
questions led me to think about the creative learning process that creativity researchers suggested
(Beghetto, 2016a; Beghetto & Kaufman, 2007; Kaufman & Beghetto, 2009), which inevitably
involves learners’ creative expression of experiences, ideas, insights, and interpretations.
According to the researchers, Minho’s creative imagination and possibility thinking that ascribe
meaning to his previous experiences can contribute to his deeper understanding of what is being
taught in the classroom.
Unless the teacher held them back, all students in Mrs. C’s class had the opportunity to
raise their hand to talk to the teacher about their new and personally meaningful ideas on what
they were learning in class. Or at least they could share them with their classmates during many
partner and small group discussions. Usually, Minho was the only one who could not engage in
those idea expression activities and remained silent. The language barriers and the negative
emotions such as frustration and shame that arose from his negative English language
performance outcomes hindered him from freely expressing his creative interpretations and
insights during class (see Beghetto & Dilley, 2016). In this regard, it is noteworthy to see what
Gajda, Beghetto, and Karwowski (2017) suggested: teachers’ caring behaviors and emotional
support they provide for students have been associated with creative performances and academic
achievement. Providing Minho with emotional scaffolds during class including the Korean-
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English translanguaging support contributed to enhancing his participation not only in the
learning activities but also in the creative expression activity in which he raised new and
personally meaningful questions while constructing his understanding of the complex science
knowledge (Duschl, Schweingruber, & Shouse, 2007; Hechter & Guy, 2010). Using
translanguaging approach that allowed him to use both his home language and English seemed to
further contribute to his active engagement in the classroom learning activities and creative
expression as it helped him overcome the language difficulties and experience positive emotions
such as joy, happiness, and pride in the bilingual learning process (Hélot, 2014; Seltzer, 2016).
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CHAPTER 5. CONCLUSION
This dissertation aimed to explore how Jinwoo’s book, a student-produced creative
artifact written by a former Korean emergent bilingual student, made a lasting and on-going
creative contribution: supporting the Korean emergent bilingual students’ learning in Woodbury
Elementary School and increasing an educational researcher’s understanding of newcomer
emergent bilingual students in the U.S. classroom. Using a combination of interpretive case
study and narrative inquiry, this study investigated the Korean emergent bilingual students’ lived
experiences in their transition to Woodbury Elementary School’s English-only learning
environment, shedding light on the connection between the bilingual students’ learning,
emotions, and creative expression. This chapter consists of four sections. In the first section I
provide a brief summary of my key findings in this study. The second section identifies
implications for practice and research. The third section discusses limitations and future
directions, and the final section provides a brief conclusion for this research.
Key Findings
Student creative artifact made creative contributions. According to Sociocultural
theory, Jinwoo’s book is a physical and symbolic artifact that represents how humans create and
utilize cultural artifacts to shape and transform their mental processes and meet their needs to
create and reciprocate goodwill (Valsiner, 1988; Wertsch, 1985). Jinwoo developed a creative
and emotionally supportive artifact in the form of a book. His book was based on his own
painstaking, frustrating, and occasionally joyful processes that he went through to adapt to the
new linguistic and cultural schooling environment where English was the only medium of
communication and instruction. As a more-experienced bilingual member of the Woodbury
school learning community, Jinwoo created the book as a medium of student-to-student
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scaffolding that aimed at supporting less-experienced newcomer Korean emergent bilingual
students coming to Woodbury school to readily adapt to the new learning environment,
particularly focusing on providing emotional scaffolds that entail his sympathy and empathy
toward newcomer Korean students (Vygotsky, 1978). Jinwoo’s book is a creative artifact in that
it provides his unique and personally meaningful insights on and interpretations of the Korean
emergent bilingual students’ learning experience at Woodbury school (see Plucker, Beghetto, &
Dow, 2004; Runco & Jaeger, 2012). From a former emergent bilingual student’s perspective,
Jinwoo’s stories redefined U.S. school learning environment by revealing some hidden stories of
the Korean emergent bilingual students, their struggles and emotional experiences as beginner
English learners within the English-only learning context.
This dissertation study documented how one Korean emergent bilingual student
developed a creative artifact out of his own experiences and creative insights and, in turn, made
creative contributions to other Korean bilingual students in his school. Jinwoo’s creative artifact
supported other Korean emergent bilingual students’ emotional experiences, promoted the
students’ creative expression, and enhanced their learning of and in a new schooling
environment. Specifically, by reading Jinwoo’s eleven stories, the newcomer Korean emergent
bilingual students at Woodbury school were emotionally supported and gained a better
understanding of the new learning environment. Jinwoo’s stories also promoted the new Korean
students to tell their own stories, their unique interpretations of everyday classroom learning in
the U.S. school context.
Moreover, Jinwoo’s creative expression made a creative contribution to both educators’
and researchers’ understanding of the Korean emergent bilingual students’ learning in the U.S.
school context. For example, Mrs. G, the ESL coordinator in Woodbury school, articulated her
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changed view of the Korean students’ learning experiences after reading Jinwoo’s stories. She
started to give more attention to the small moments of everyday school lives in which newcomer
ESL students could possibly encounter difficulties during their transition to Woodbury school.
Jinwoo’s book also contributed to a researcher’s better understanding of emergent bilingual
students’ learning experiences in the U.S. English-only schooling context, as illustrated in the
processes in which I, as an educational researcher, obtained a new and meaningful understanding
of the emotions that the Korean emergent bilingual students were experiencing in their everyday
classroom and explored the role that the emotions played in the students’ learning and creative
expression.
Jinwoo’s stories served as a lens for me to interpret the three newcomer Korean students’
learning experiences and their perspectives and supported me to make a contribution to
broadening researchers’ understanding of emergent bilingual students’ emotional experiences by
sharing what I observed, thought, and felt over the course of my research. In this way, Jinwoo’s
book highlights both the intra-psychological (personal) and inter-psychological (social) spheres
of creativity (Beghetto, 2016a). His expression of creative ideas and interpretations of the
Korean emergent bilingual students’ learning and emotions (i.e., ‘primary creativity’, Runco &
Beghetto, 2019, p. 9) were delivered to his readers, including the newcomer Korean bilingual
students and educators in Woodbury school and an educational researcher, in the form of
narrative and made impacts on the newcomer students’ learning of and in the new schooling
environment and the educators’ and researcher’s better understanding of the Korean emergent
bilingual learners (i.e., ‘secondary creativity’, Runco & Beghetto, 2019, p. 9-10).
Connections between bilingual learning, emotions, and creativity. Through this study,
I discovered a new way of seeing and thinking the Korean emergent bilingual students’
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schooling experiences as I found the inter-relatedness of their emotions, learning, and creative
expression, which was observed in their everyday classroom learning situations. Jinwoo’s book
was written in two languages, Korean and English. The translanguaging writing that he as a
bilingual learner naturally harnessed to express his ideas and feelings demonstrates the unique
way bilingual learners develop their second language based on their home language knowledge
and skills (García, 2009a; Velasco & García, 2014). Jinwoo’s implementation of bilingual writing
shows his strong intention to effectively support newcomer Korean students’ accurate
understanding of the new school environment and English learning. The Korean emergent
bilingual students’ creativity that their unique and meaningful ideas and interpretations represent
was found in Jinwoo’s stories and the three newcomer Korean students’ interpretations of
Jinwoo’s stories. From a perspective that appreciates and values personal level creativity and the
creative impacts that the ideas and interpretations that individuals have can make in their
everyday lives, once engaged in creative expression activities with proper support, bilingual
students can produce meaningful contributions to others’ learning and creative expression (see
Beghetto & Kaufman, 2007).
Meanwhile, various emotions were captured and observed in Jinwoo’s stories and over
the course of the classroom observation of the three newcomer Korean emergent bilingual
students’ everyday classroom learning which have been elaborated in this study referring to the
prior research in psychology. This study indicated that the three newcomer Korean emergent
bilingual students’ negative and positive emotions were triggered by the language barriers that
the students commonly experienced in the new learning events and opportunities. The emotional
scaffolds provided by the teachers and staffs as well as the more-experienced Korean bilingual
student who knew and understood the practical problems that the newcomer Korean emergent
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bilingual students with language difficulties could face in the English-only learning environment
actually contributed to reducing the newcomer students’ negative emotions and enhancing their
positive emotional experiences. The newcomer emergent bilingual students’ emotions had an
impact on their attitude toward learning and participaion in the subsequent classroom learning
activities. In particular, the emotions influenced their participation in creative expression, an
important part of their knowledge construction process in which they were expected to express
new ideas and share them with their peers and further develop their initial ideas (Beghetto,
2016a).
Among the variety of interesting features of Jinwoo’s book, what particularly caught my
attention was the emotions that Jinwoo himself experienced in the learning situations as a
newcomer bilingual student and were honestly portrayed in his stories. In the eight stories,
Jinwoo either explicitly or implicitly described the negative emotions that he experienced due to
the language barriers in the new English-only learning environment. Also, through two other
stories, Nurse and ESL Classroom stories, he depicted his positive emotional experiences
shedding light on the emotional support that he received from the teachers and staffs in
Woodbury school. Through the inductive interpretive analysis of the stories, I found some key
patterns emerge in terms of the processes in which Jinwoo experienced the negative and positive
emotions respectively in the English-only learning environment. As a result, the process model
of emergent bilingual students’ emotions was derived from his stories identifying the two panels
that outline the conditions that can affect emergent bilingual students to experience negative and
positive emotions respectively.
Jinwoo’s stories illustrated that when being placed in the new learning experiences and
events where emergent bilingual students have difficulties understanding the teacher and
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classmates, exploring the school, and learning in the classroom, they can experience negative
emotions such as frustration, shame, anger, fear and anxiety as a result. In the meantime, his
stories also portrayed that emergent bilingual students can also experience positive emotions
such as joy, interest, and love if they are provided with emotional scaffolds in the same
environment where they encounter new learning events and opportunities, have difficulties in
understanding due to the language barriers, and/or feel negative emotions. The use of Jinwoo’s
book for supporting the newcomer Korean students in Woodbury school demonstrated that even
the emotional scaffold provided before emergent bilingual students encounter new learning
experiences and events can contribute to their positive emotional experiences during their
transition to the unfamiliar linguistic and cultural learning environment.
The process model that I initially derived from Jinwoo’s stories, the three new Korean
emergent bilingual students’ responses to the stories, and the existing literature was refined as a
result of the classroom observations and interviews that I conducted in Woodbury school about a
year after I encountered Jinwoo’s book. Basically, by volunteering as a classroom translator for
the three newcomer Korean bilingual students I realized that the emotions that Jinwoo’s stories
illustrated were experienced by all three students as well while they were adapting to and
learning in Woodbury school’s English-only learning environment. The actual process that they
went through until they experienced negative and positive emotions seemed consistent with the
sequential explanations suggested in the two panels of the initial process model. However, what
was newly found through the close classroom observations of the three newcomer Korean
students during class in their mainstream classrooms and ESL classroom was that both the
negative and positive emotions that the students experienced could be categorized into primary
and secondary emotions. The self-conscious secondary emotions such as embarrassment, shame,
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and pride were observed to arise following the negative and positive primary emotions such as
anxiety, fear, and anger and joy, interest, and/or love (Damasio, 1994; Lewis, 1995; Lewis,
Sullivan, Stanger, & Weiss, 1989). Also, the self-conscious emotions were found to be closely
related to the motivation and effort that the students made to engage in the subsequent classroom
learning activities and creative expressions. Based on those new findings, I presented the
extended process model of emergent bilingual students’ emotions in the chapter 4 of this study as
I elaborated on the new perspectives that I gained in terms of how the three Korean emergent
bilingual students experienced negative and positive emotions in the English-only learning
environment and how those emotions affected their engagement in learning and creative
expression.
Implications for Researchers
This study not only shed light on the processes in which a student creative artifact
produced by an emergent bilingual student made contributions to others in and beyond the school
community but also explored emergent bilingual students’ emotions, language and academic
learning, and creative expression guided by the meaning that the artifact provided in the form of
stories. My approach to study the Korean student’s mini-c interpretations and ideas expressed in
the student artifact contributes to a broader understanding of bilingual students’ learning in the
U.S. schools and classrooms with regards to their emotional experiences and engagement in
learning and creative expression. Students in everyday classrooms produce various learning
outcomes including physical and digital artifacts that reveal their thoughts and feelings such as
worksheets, drawings, notetakings, art crafts, videos, and games. Yet, little has been done to
systematically study those student artifacts despite the growing amount of classroom-based
research studies in K12 education settings. Researchers can use my approach to study student-
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produced artifacts and gain a meaningful understanding of students’ emotions and creative
expressions that the creative artifacts indicate.
In the study of creativity, which has lacked classroom examples of how creativity is
expressed during class, it would be valuable to analyze students’ creative artifacts in light of the
definitions of creativity and characteristics of creative expression and creativity development that
creativity scholars have offered. In particular, researchers can conduct more interpretive studies
on student creative artifacts produced as a result of emergent bilingual students’ participation in
the classroom learning activities. Analyzing emergent bilingual students’ creative expressions
from the perspective viewing them as agents of change who will make changes to themselves
and others can help reinforce the findings of bilingual researchers who have studied bilingual
students’ potential in developing their bilingualism and recognized it as a potential cognitive and
social resource (see Bialystok, 2001; García, 2009b). In addition, studies may be conducted to
measure emergent bilingual students’ creative self-beliefs formed in the English-only learning
environment who have not been able to freely participate in creative expression activities due to
the language barriers. Referring to what Beghetto and Karwowski (2017) suggested, researchers
can study the impact of bilingual students’ creative self-beliefs on their participation in
classroom learning tasks and academic and creative performances. Researchers can use this
study to investigate the potential relationship existing between bilingual students’ creative selfbeliefs such as creative self-efficacy (see Beghetto & Karwowski, 2017, p. 5-7) and other factors
such as their perceived level of English language proficiency, English-learning emotions (see
Karwowski, Han, & Beghetto, 2019, p.199), and motivation to participate in classroom learning
activities that involve creative expressions.
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Meanwhile, although a number of scholars have suggested the close relationship between
cognition and emotions (Lazarus, 1982; Pessoa, 2008), language learning and emotions
(Horwitz, & Cope, 1986; Swain, 2013), creativity and emotions (Fredrickson, 2004; Isen, 1999),
there is no general theory or model that presents the connection between bilingual learning,
emotions, and creativity. This study contributes to finding the link between these three seemingly
separate concepts as a result of my efforts to find the possible connection by analyzing a student
artifact that naturally displays the existing relationship and synthesizing what existing literature
in each of the three areas suggests. Following this study, researchers can discover the emotions
that emergent bilingual student’ creative artifacts reveal in relation to their learning experience in
the English-only classroom learning environment where they are placed in from their early stage
of English development and what their creative interpretations of the learning environment
indicate. Furthermore, future studies can show how emergent bilingual students’ emotions
change when either or both teacher-to-student and student-to-student emotional scaffolds are
given to them and how their support can affect emergent bilingual students’ engagement in
academic tasks and creative expressions, as well as their academic achievement at the end.
Implications for Practice
There has been a lot of theoretical research on creativity in education, but there has been
lack of information on how what creativity researchers has suggested so far can be practically
applied to classroom teaching in a concrete way. This study highlights a creative idea that
teachers can utilize to design and implement creative expression activities such as Jinwoo’s book
making as part of their curricular activities for the purpose of enabling their students to express
their creative ideas and experience making creative contributions to others (Beghetto, 2016a,
2017). In addition, this study can provide an example of translanguaging learning activities in
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which emergent bilingual students can actively and freely express their thoughts and feelings
utilizing both English and their home language.
In the translanguaging digital story telling project that I designed inspired by Jinwoo’s
book and actually conducted as a follow-up to this study, the three Korean emergent bilingual
students who participated in this study created a video storytelling artifact that expressed their
creative ideas and insights on the difficulties and emotions they experienced. In the end, the
students had a chance to share their video stories with the school community for their better
understanding of the Korean emergent bilingual students’ learning experiences. As such,
teachers can plan classroom learning activities in which their emergent bilingual students can
express their new and personally meaningful ideas and make a creative impact. They can also
think about the possibility to utilize student creative artifacts that will be produced in those
learning activities to help their fellow teachers and native-speaking students understand their
bilingual students and peers and become prepared to provide the rights support for them. Instead
of viewing the Korean emergent bilingual students as mere ‘English learners’ who need to
improve their English skills, this study illuminates them as the core participants of the school and
classroom learning community who can be instrumental in enhancing other members’ learning
and creative expression. In doing so, this study has potential to contribute to teachers’ change of
perception to view their emergent bilingual students as being able to express their creative ideas
and greatly contribute to the learning of others.
Previous studies have shown some examples of emotional scaffolding that educators can
apply to support their students’ positive emotional experience and learning in the classroom
(Meyer & Turner, 2007; Rosiek, 2003; Shuster, 2000). The student-teacher relationships
described in this study in detail including the small changes that the teachers made in their daily
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classes as a way of emotional scaffolding can help educators look to their own ways to prevent
their emergent bilingual students from experiencing negative emotions and disengaging in the
classroom learning tasks and creative expression activities in the English-only U.S. classrooms.
Besides, in terms of providing linguistic emotional scaffolding, teachers can consider applying
translanguaging pedagogy (García, & Lin, 2017; Pacheco, & Miller, 2016) in making their
classroom lessons more comprehensible for their emergent bilingual students, which will also
allow them to actively share their understanding of the subject matters with the class and
contribute to the collaborative knowledge construction processes.
Limitations and Future Directions
The ability to generalize findings beyond this study is limited because of several
methodological limitations that influence the generalizability of the study results. Because the
exploratory nature of the study, it was conducted in one elementary school with the small
number of participants. Therefore, the ability to generalize findings beyond this study is limited.
The study results should be viewed with caution that as a small-scale case study, this dissertation
only permits illustration of the Korean emergent bilingual students’ emotional experiences and
learning in one school setting, which may not generalize to other language speakers in the same
school and emergent bilingual students’ experiences in other school settings. Likewise, the initial
and extended process models were created based on the small number of students’ experiences
and perspectives so they may not exhibit the full spectrum of the emotions that newcomer
emergent bilingual experience while adapting to and learn in the English-only U.S. schools and
classrooms. Also, the two panels suggested in both the initial and extended process models imply
the Korean emergent bilingual students’ unique perceptions on the new learning situation based
on their cultural experience, that may not be able to applied to understand emergent bilingual
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students with different cultural and linguistic backgrounds. Therefore, I suggest researchers
explore emergent bilingual students’ emotions, learning, and creativity at other schools and/or
with emergent bilingual students whose home language is not Korean so the study results can be
compared with each other and contribute to constructing more general understanding of
emergent bilingual students’ emotional experience in the U.S. school context.
Another limitation resulted from the time constraints and scheduling difficulties in
coordinating the data collection plans with the school. Data collection including interviews and
observations were planned and conducted for the limited time period due to the busy school
schedules and unavoidable schedule changes and conflicts. Future research would benefit from
more extensive data collection for sufficient time such as more interviews and observations for
the purpose of providing richer portrayals of emergent bilingual students’ emotions and learning
experiences in the school setting. Conducting more interviews with the students and the teachers
could have contributed to more accurate interpretation of the students’ thoughts and feelings
expressed in the stories and during the observation. In fact, I initially planned to conduct short
follow-up email interviews with the teachers after each classroom observation that aimed to hear
their interpretation of the students’ emotional reactions in the classroom learning situation.
However, the interview responses were not received due to the hectic schedules that the teachers
had during the semester. I also perceived that the difficult feelings and emotional burdens that
the teachers might have had regarding discussing their students’ expressions of emotions with an
outsider could have negatively affected their motivation to respond to the follow up interviews.
Future studies can consider investigating teachers’ emotions and situational difficulties that they
have in terms of teaching emergent bilingual students in order to let their practical needs are
heard to other educators, administrators, and educational researchers.
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In terms of the two initial and extended process models of emergent bilingual students’
emotions suggested in this study, I basically depended on the students’ actual use of the emotion
words, in other words, their naming of the emotions that were captured in the interviews and
observations. One potential limitation of this study is that the emotion words that the students
used to describe their feelings may not actually reflect the actual emotions that the students were
experiencing. Barrett (2017), an eminent psychologist who has studied human emotions, sought
ways to measure emotions more objectively, pointing out the need to teach people to recognize
their emotional states accurately. Emphasizing emotion as social reality and admitting that
emotions are easily learned through emotion words, she raised the importance of recognizing
emotional concepts as variable and culture-specific. According to her suggestions, the lack of the
explanations of the cultural backgrounds or norms shared in Korean culture in terms of
emotional concepts could prevent the readers of this study with different experiences and cultural
backgrounds from agreeing with the Korean students’ description of their emotions as well as my
interpretations of their emotions.
In studying emergent bilingual students’ emotions, researchers can consider going
through the steps to examine the students’ emotional concepts approaching emotions as cultural
tools to interpret the students’ use of emotion words and communicate with readers more
accurately. In addition, in understanding the outcomes of this study and planning their future
studies investigating emergent bilingual students’ emotions, researchers should be also aware of
the fact that perception of emotions are influenced by preceptors’ judgement and description of
the social context where emotion perception occurs (Barrett, Mesquita, & Gendron, 2011;
Carroll & Russell, 1996). In other words, the students’ emotions that I described herein were
experienced and expressed in a given situation under specific situational influences, therefore
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there exist possibilities that the same students’ emotional reactions can be perceived and
described differently depending on each preceptor’s judgement of the situational-based context.
A final limitation that I feel important to highlight pertains to the limitations of observing
the newcomer Korean emergent bilingual students’ creative expressions in the classroom
learning situations. Although Jinwoo’s book is an artifact that shows a good example of
emergent bilingual students’ creative expression, the Korean students’ actual participation in the
creative expression was rarely observed during class. One reason is that, as discussed in the
Chapter 4, the language barriers and the negative emotions that the students were experiencing
due to the language barriers impeded their participation in the verbal expression of their creative
ideas. I portrayed Minho’s creative ideas expressed in Korean in one science class but it did not
provide a sufficiently detailed picture of creative expressions that he and other Korean emergent
bilingual students engaged in during class. Particularly, this study did not show the variety of
potential contributions that their participation in the creative expressions could make since the
ideas were not communicated with other learners in the classroom. Future studies can explore the
conditions and/or support that emergent bilingual students need to express their creative ideas
and insights during class illustrating the impact that their engagement in creative expressions can
make with regards to enhancing everyone’s learning and creativity in the classroom.
Conclusion
This study started with Jinwoo's story, which contributed to the three newcomer Korean
students’ creative story understanding and story making and then the development of my own
story, my creative learning story as an educational researcher. In a way, this study can be viewed
as a creative artifact that I, a Korean bilingual graduate student who has studied learning and
creativity and wanted to explore them more deeply, created. This creative research artifact
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reflects the emotions that I personally experienced in my previous language and academic
learning processes in the U.S. academic institution. This story artifact also presents the new
theoretical and empirical understanding of emotions, learning, and creativity that I gained over
the course of this study based on the personal learning experiences. Just as Jinwoo’s book has
created creative contributions in and out of his school community, I also hope this dissertation
study written based on my experience and understanding can go beyond my personal creative
expression and contribute to other people’ understanding of emergent bilingual students in the
U.S, schools. I hope the ideas shared in this study can be communicated with educators and
researchers and arouse further discussion in this seemingly separated but closely related
concepts: bilingual learning, emotions, and creativity.
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under 45 CFR 46.110(b)(2): minor changes in previously approved research during the period (of
one year or less) for which approval is authorized. The amendment includes:
1. The study proposes an amendment that allows the student participants to add their own
photographic images and video clips that include their likeness to the storytelling video
files that they will create in the project sessions (phase 2). In order to do that, the student
researcher will obtain a photo/video release form from all the enrolled student participants’
parents. The student researcher is requesting this amendment because the student
participants’ parents stated that the students want to include their photo images and video
files because they think it is essential to express their own stories.
The IRB found that the protocol meets the criteria for approval stated in 45 CFR Part 46, Subpart D,
Section 404: The research presents no greater than minimal risk to the minor subjects and adequate
provisions have been made to solicit consent of the minor child’s parents or guardians and assent of
the minor subject. The IRB decided that only one parent’s permission would be required to carry out
the study.
Amendment Approval Date: April 27, 2018
Approval is Valid Until: June 9, 2018
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Please keep this Amendment Approval letter with your copy of the approved protocol.
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1.
Validated IRB-3 Amendment Review Form
2.
Validated Revised Child Assent Form
3.
Validated Revised IRB-1 Study Protocol
4.
Validated Revised Data Security Assessment Form
5.
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Development in the US Classroom”
Please refer to the Protocol# in all future correspondence with the IRB.
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presents no more than minimal risk to human subjects and qualifies for expedited approval under
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to, research on perception, cognition, motivation, identity, language, communication, cultural
beliefs or practices, and social behavior) or research employing survey, interview, oral history,
focus group, program evaluation, human factors evaluation, or quality assurance methodologies.
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stamp) must be used to consent each subject.
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The IRB found that the protocol meets the criteria for approval stated in 45 CFR Part 46, Subpart D,
Section 404: The research presents no greater than minimal risk to the minor subjects and adequate
provisions have been made to solicit consent of the minor child’s parents or guardians and assent of
the minor subject. The IRB decided that only one parent’s permission would be required to carry out
the study.
All investigators at the University of Connecticut are responsible for complying with the attached
IRB “Responsibilities of Research Investigators.”
Re-approval: It is the investigator's responsibility to apply for re-approval of ongoing research at
least once yearly, or more often if specified by the IRB. The Re-approval/Completion Form (IRB2) and other applicable re-approval materials must be submitted one month prior to the expiration
date noted above.
Modifications: If you wish to change any aspect of this study, such as the procedures, the consent
forms, the investigators, or funding source, please submit the changes in writing to the IRB using the
Amendment Review Form (IRB-3). All modifications must be reviewed and approved by the IRB
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Audit: All protocols approved by the IRB may be audited by the Research Compliance Monitor.
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4. Validated Parent Permission Form (Phase 1 & 2)
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7. Validated Data Security Assessment Form (Phase 2)
8. Validated ESL Teacher Consent Form (Phase 2)
9. Validated Parent Recruitment (Phase 2)
10. Validated Photo/Video Release Form (Phase 2)
11. “Responsibilities of Research Investigators”

DATE:
TO:

November 30, 2018
Ronald Beghetto, Ph.D.
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Mi-Hyun Han, Student Investigator
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FROM:

Martha Sternberg-Ennis, M.D.
Institutional Review Board Member
FWA #00007125

RE:

Protocol #: H17-070 “Emotional Scaffolding that Supports Korean Emergent
Bilingual Students’ English Second Language Learning and Academic
Development: A Case Study”
Please refer to the Protocol# in all future correspondence with the IRB.

The request for approval of an amendment received September 19, 2018 for the above-referenced
protocol was approved by the Institutional Review Board (IRB) on November 30, 2018. This
amendment is eligible for expedited review under 45 CFR 46.110(b)(2): minor changes in
previously approved research during the period (of one year or less) for which approval is
authorized. The amendment includes:
1. The student investigator (SI) will recruit two more study participants, the former Korean
student who wrote the book and his (one) parent, and conduct a voice-only online interview
via Google Hangout with each of them as part of the second phase of the study.
2. The SI will interview the seven teachers who attended the three Korean student
participants’ final storytelling video presentation held in the second phase of the study.
The student researcher will recruit the teachers for a voice-only online interview via Google
Hangout and ask them how they perceived the students’ creative construction (videos) in
terms of the potential use and impacts of the videos in the school community. The study
sample is increased from 23 to 36 participants.

Amendment Approval Date: November 30, 2018
Approval is Valid Until: June 9, 2019
Please keep this Amendment Approval letter with your copy of the approved protocol.
Attachments:
7.
Validated IRB-3 Amendment Form
8.
Validated IRB-1 Expedited/Full Board Application Form
9.
Validated Child Assent Form
10.
Validated Data Security Assessment Form
11.
12.
13.
14.
15.
16.

Validated Revised IRB-1 Study Protocol
Validated Parent Consent Form
Validated Parent Permission Form
Validated Recruitment (Student & Parent)
Validated Recruitment (Teachers)
Validated Teacher Consent Form
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Appendix C: Interview Protocol
Teacher Interview Questions
Participant Code:
Demographic information:
1. How long have you been a teacher?
2. What grades have you taught?
3. How long have you taught in this school?
Interview Questions:
4. Tell me what you usually do as a teacher for instruction.
5. What difficulties do you think emergent bilingual students commonly experience when
learning in the US classroom?
5. Do ELL students ever get emotional in the classroom learning situation? If so, what emotions
have you seen?
6. For what reasons do you think your emergent bilingual get emotional response in the
classroom learning situations?
7. How did you respond to your emergent bilingual students when they showed any type of
emotional responses in the classroom learning situation?
8. Do you think your emergent bilingual students need your emotional supports for them to
actively participated in classroom learning? If so, what types of emotional supports do you think
they need?
9. Do you provide some type of emotional support to your emergent bilingual students in the
classroom learning situation? If so, what type of emotional supports/scaffoldings do you provide
for your emergent bilingual students’ language or academic learning?
10. Have you ever seen your emergent bilingual student give their opinions or thoughts in your
class discussions? Did you provide any type of emotional support/scaffolding for the student to
be able to test out a new idea in the whole class?

Student Interview Questions
Participant Code:
Demographic information:
1. What grade are you in?
2. How long have you been in this school?
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Interview Questions:
3. Can you tell me your favorite subject/activity? Can you tell me why?
4. Is learning in your classroom difficult or easy? If you feel difficult/easy, what do you think
makes your classroom learning difficult/easy?
5. Have you felt some other emotions such as feeling annoyed, worried, sad, frustrated or scared
except for feeling difficult while you are learning in the classroom? If so, when and why did you
feel those emotions?
6. When you felt some emotions in the classroom, did you express your emotion outwardly so
that your teacher could notice? If you didn’t express your emotion, can you tell me why?
7. When you either experienced or showed your emotions while learning, how did your teacher
respond to you?
8. Do you think your teacher gives you good support when you feel those emotions while
learning? If so/not, what do you want your teacher to do for you feel better and focus on
learning?
9. Do you actively participate in the classroom discussion and tell your new or different ideas in
classroom learning activities? If so/not, why?
10. Do you think any types of supports that your teacher provide for you can help you tell your
ideas and thoughts to the class? If so, what kinds of supports do you think can help you feel
confident and actively express your opinions?
참여자 코드:
인적 정보:
1. 몇 학년 인가요?
2. 이 학교에 다닌 지는 얼마나 되었나요?
인터뷰 질문:
3. 무슨 과목이나 활동을 제일 좋아하나요? 이유도 말해줄 수 있어요?
4. 미국 학교 교실 안에서 배우는 게 어려운가요 쉬운가요? 만약 어렵다면/쉽다면, 무엇이
여러분으로 하여금 어렵다고/쉽다고 느끼도록 하나요?
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5. 수업시간에 배우는 동안 화가 나거나 짜증나거나 슬프거나 좌절하거나 두렵거나
걱정되는 등의 어려운 감정을 느낀 적이 있나요? 만약 그렇다면 언제 그리고 왜 그런
감정을 느끼게 되었나요?
6. 여러분들이 수업시간 중에 그런 어떤 힘들고 어려운 감정을 느끼고 있을 때에 선생님이
여러분의 마음과 상황을 아시도록 감정을 드러내고 표현했나요? 만약 하지 않았다면 왜
그런지 말해 줄래요?
7. 여러분이 그렇게 어렵고 힘든 감정을 선생님이 알도록 표현했을 때 선생님은
여러분에게 어떻게 응대해 주었나요?
8. 여러분은 여러분의 선생님이 여러분들이 수업시간에 힘들고 어려운 기분이나 감정을
느낄 때 금방 위로를 얻고 기분이 다시 좋아지도록 도와 주신다고 생각하나요? 만약
그렇다면/아니라면, 선생님이 어떤 행동이나 말을 해 주실 때 여러분들은 다시 기분이
좋아지고 잘 배울 수 있게 된다고 생각하나요?
9. 여러분은 교실에서 벌어지는 토론 활동에 활발히 참여하나요? 그렇다면/아니라면 왜
그런가요?
10. 여러분은 여러분의 선생님들이 도와준다면 여러분들이 토론활동이나 다른
수업시간내에 활동들에 더 적극적으로 참여할 수 있게 될 거라고 생각하나요? 그렇다면
선생님이 어떤 도움을 주시면 여러분들이 자기의 생각을 더 적극적으로 기꺼이 표현할 수
있게 될까요?

Parent Interview Questions
Participant Code:
Interview Questions:
1. Can you tell me briefly about your child? How do you usually describe your child?
2. Can you tell me how your child was generally described or evaluated by their former teachers
in your home country?
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3. Do you think your child show the same capacity and personality that s/he used to show in their
home country classroom in their current American classroom? If so/not, why do you think so?
4. Do you think your child experience some difficulties and challenges while they are learning in
the American classroom? If so, what kinds of difficulties do you think your child experience?
5. Has your child ever talked to you about their emotions that they experienced while learning in
their American school classroom? If so, what are the emotions they mentioned and when did
they say that they felt those emotions?
6. Do you think when your child feels some emotions in the classroom learning situations your
child can express his/her emotions outwardly so that the teacher could notice?
7. Do you think teachers’ emotional support is essential for your child to learn English and
subject matters better in the classroom? If so, what types of emotional supports do you think
your child need?
8. Do you think your child’s teacher provide good supports to reduce your child’s emotional
difficulties and feel confident to learn in the classroom? If so/not, why?
9. Do you think your child actively participates in the classroom discussion and tell their ideas
and thoughts in classroom discussion activities? If so/not, why?
10. Do you think any type of emotional support from the teacher to your child should be given
for your child to actively tell their opinions in the classroom learning activities? If so, what kinds
of teacher’s emotional supports do you think should be given to your child?
참가자 코드:
인터뷰 질문:
1. 여러분의 자녀에 대해 간략히 말씀해주시겠어요? 어떤 아이라고 소개하시겠습니까?
2. 한국에 있을 때 한국 선생님들은 아이에 대해 어떤 평가를 했었나요?
3. 여러분의 자녀가 한국학교에 있을 때와 미국 학교에 있을 때 같은(혹은 비슷한) 능력과
같은 성격을 보인다고 생각합니까? 그렇다면/아니라면 어째서 그렇게 생각하십니까?
4. 여러분의 자녀가 미국 학교에 다니며 어려움을 겪고 있다고 생각하십니까? 그렇다면
어떤 종류의 어려움을 경험한다고 생각하십니까?
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5. 여러분의 자녀가 부모님에게 미국학교 수업시간에 배우는 동안 경험한 힘들고 어려운
감정들에 대해서 이야기한적이 있습니까? 만약 그렇다면 주로 어떤 감정에 대해서 이야기
했나요 그리고 언제 그런 감정을 느꼈다고 했나요?
6. 여러분은 여러분의 자녀가 수업시간에 경험하는 어렵고 힘든 감정들을 교사가
알아차릴 수 있도록 드러내고 표출한다고 생각하십니까?
7. 여러분은 교사의 아직 언어에 자유롭지 않은 학생의 감정에 대한 교사의 배려와 도움이
여러분자녀가 영어 습득과 교과 학습에 필수적이라고 생각하십니까? 만약 그렇다면 어떤
형태의 감정적 배려와 지원 혹은 도움이 여러분의 자녀에게 필요하다고 생각하시나요?
8. 여러분은 여러분 자녀의 현재 교사가 여러분 자녀가 경험하는 감정적인 어려움들을 잘
극복하고 영어습득과 교과 학습에 집중할 수 있도록 지원을 충분히 해주고 있다고
생각하십니까? 만약 그렇다면/아니라면 왜 그렇게 생각하십니까?
9. 여러분은 여러분의 자녀가 교실 안에서 이루어지는 토론활동등에 활발하게 참여하고
자신의 생각을 자유롭게 표현하고 있다고 생각하십니까? 그렇다면/아니라면 왜 그렇게
생각하십니까?
10. 여러분은 여러분의 자녀가 더 잘 배우고 자기의 의견이나 생각을 활발히 표현할 수
있기 위해서는 교사의 학생 감정에 대한 배려와 지원이 여러분의 자녀에게 주어져야
한다고 생각하십니까? 만약 그렇다면 어떤 형태의 교사의 배려와 지원이 여러분의
자녀에게 주어지기를 바라십니까?

Interview Questions for Jinwoo and His Mother
Interview Questions:
1. What were the problems and difficulties that the Korean students were experiencing while
they were learning in the US school?
2. From your point of view, I wonder what/how you thought and felt about the
reactions/behaviors that the teachers of the Korean students showed regarding the difficulties
Korean students were experiencing?
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3. What/how did you think and feel about other Korean students’ difficulties (why did it matter
to you? / why were the problems important to you?)
4. I heard you had helped the younger Korean students very much. I would like to know more
about in which activities you provided other Korean students with help in school.
5. Please let me know the background story of the book creation and if you have any memorable
experiences during the process of making (writing and drawing) the book such as the
conversations between your family members.
6. I heard you left the book in the ESL room hoping it to be read by new Korean students in the
school. Did you tell your teachers about this book making project in the process of planning or
writing the book? What were the teacher(s)'s reactions then?
7. At the time of leaving the finished book to the ESL teacher, how did you expect the book to be
utilized in the Windermere school?
인터뷰 질문:
1.당시 한국학생들이 미국학교에서 배우는 동안 경험하고 있었던 문제들, 어려움들(visible and
invisible)에는 어떤 것 들이 있었나요?
2. 준혁 학생 본인의 시각에서, 당시 한국 학생들이 겪고있던 어려움 들에 대해 해당 학생들의
교사들이 보였던 반응/행동들에 대해 당시에 어떤 생각이 들었는지/어떻게 느꼈는지 궁금합니다.
3) 다른 한국 학생들이 겪고 있었던 어려움들이 준혁이에게 또 교수님에게는 어떤 의미로
다가왔나요? 다른 어린이들이 겪는 일들을 보고 그냥 넘길 수 없었다면, 어째서 였나요?
4) 그당시 준혁학생이 어린 한국 학생들에게 많은 도움을 주었다고 들었습니다. 어떤 활동들로
학교내에서 다른 학생들을 도왔는지 좀 더 알고싶습니다.
5) 책이라는 형태로 만들기로 결정하게 된 배경과 과정 그리고 책을 만드는 (쓰고 그림 그리는)
과정에서 혹 가족간에 나눴던 대화 중에 인상 깊게 기억에 남는 부분이 있으시면 들려주세요.
6) 학생이 만든 책을 ESL 교실에 두고 갔다고 들었습니다. 책 만들기를 시작하거나 만드는
과정에서 혹시 교사들에게 이 프로젝트에 대해서 알렸었나요? 그랬다면 그 때 교사들의 반응은
어땠나요?
7) 다 만들어진 책을 교사에게 맡길 당시에 그 책이 윈더미어에서 앞으로 어떻게 쓰였으면 하고
특정한 기대를 가졌나요? 어떻게 쓰일것이라 예상했는지/바라는 마음이었는지 궁금합니다.
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Appendix D: Data Sources and Analysis Techniques

Sources
Phase Jinwoo’s book
1

Three
newcomer
Korean
students’
responses to
Jinwoo’s stories

Interview

Data Collection
Collected the book from Mrs. G,
the ESL coordinator of Woodbury
Elementary school and Obtained
the permission to use the book
from Jinwoo’s parent and
- Two Fieldnotes (preliminary →
complete)
- Two Audio recordings
* Collected in one individual and
one group meeting as part of the
translanguaging digital storytelling
project (for more information see
p. 17)
One formal, semi structured
interview with Jinwoo and his
mother
*The interview was conducted via
Google Hangout speaking in
Korean.

Existing
literature in
bilingual
learning,
emotions, and
creativity

Phase Classroom
2
observations

- Extensive Literature Review
In bilingual learning:
e.g.> García, & Lin, 2017;
Centeno‐Cortés & Jiménez
Jiménez, 2004…
In emotions in learning:
e.g.> Lazarus, 1982;
Pessoa, 2008; Hareli, &
Weiner, 2002…
In creativity in K12 setting:
e.g.>Beghetto, 2009, 2014,
2017b…
Three teacher participants’
classrooms were observed
- Field notes (preliminary →
complete)
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Data Analysis
o Thematic analysis for
finding emerging themes
o Inductive analysis that
involves constant
comparisons for
developing an interpretive
framework
o Inductive analysis that
involves constant
comparisons for
developing an interpretive
framework
o Narrative analysis for
representing the three new
Korean students’ life
stories in narrative form
o Inductive analysis that
involves constant
comparisons for
developing an interpretive
framework
o Narrative analysis for
representing Jinwoo’s life
stories in narrative form
o Inductive analysis that
involves constant
comparisons for
developing an interpretive
framework

o Interpreting the classroom
realities using the initial
version of the process
models as an
interpretative lens

Interviews

One formal, semi structured
Interview with all study
participants (Three newcomer
Korean students, their parents, and
the three teachers who taught the
students)
*All interviews were conducted in
the empty classrooms at
Woodbury School.
*The Interviews with the Korean
students and their parents were
conducted in Korean
*All interviews were audio
recorded.

213

o Inductive analysis that
involves constant
comparisons for revising
the interpretive
framework
o Narrative Analysis for
generating small stories
and representing the three
new Korean students’
stories in narrative form
o Interpreting the
participants’ responses
using the initial version of
the process models as an
interpretative lens
o Inductive analysis that
involves constant
comparisons for revising
the interpretive
framework
o Narrative Analysis for
representing the three new
Korean students’ life
stories in narrative form

Appendix E. Codes Developed Through Constant Comparison
Jinwoo’s book

New events keep
happening
Scary and
intimidating things
are happen
Often feeling
puzzled/ Don’t
know what was/is
really happening
still
Feeling anxious
about understanding
and expressing
English
Sharing useful
(survival)
tips/information
with newcomer
students
Encouraging the
readers: you can do
it well.
Consoling the
readers: don’t worry
Feeling happy in
school
Translanguaging:
intentionally using
two languages
kind and nice people
who take care of us

Fun and engaging
learning
opportunities are
happening
Feel comfortable
and successful in
some situations

Other Empirical
Data
(interviews, field
notes)

Existing
Literature

Students often
experience negative
emotions during class
All problems
originate from their
language barriers
Students think they
cannot do well and
express their
(creative) ideas
during class
Students often lose
motivation to engage
in class activities

Emergent bilingual
students have
difficulty adapting
to and learning in
the U.S. schools
- learning in the
English-only
classroom
- student negative
emotions have been
often observed
- student remain
quiet during the
class
-bilingual students’
higher school dropout rates

students and parents
view that teacher
don’t understand
students’ feelings
Students got helped
by Jinwoo’s
sharing/tips
Students’ feeling
proud of being a
bilingual
Students appreciate
teachers’ provision of
emotional scaffolding
Korean translation
provide great support
for students’ learning
Teachers provide
many different types
(linguistic/nonlinguistic) of
emotional scaffolding
Students motivation
to engage in class
increases when
support is given
Students can express
creative ideas =when
support is given

Everyone has
creative potentials
-creativity plays an
important role in
learning
-students’ creative
expression can
make creative
contributions
Emergent bilingual
students experience
positive emotions
in U.S. schools
-when appropriate
emotional support
is provided
-when students can
learn using both
home language and
English
-when students can
successfully
complete class
tasks
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Final Codes

Students’ creative
Insights and ideas
expressed
Students made
contributions to others
New learning
experiences in the
English only
environment
Language barriers and
communication
problems
Students experience
negative emotions
-Anxiety, frustration,
Fear, Anger, Shame
(Embarrassment)
Disengagement in the
classroom learning
activities
Disengagement in the
creative expression
activities
Student-to-studentemotional scaffolding
Teacher-to-student
emotional scaffolding
Students experience
positive emotions
-Joy, Happiness, Love,
Pride
Engagement in the
classroom learning
activities
Engagement in the
creative expression
activities

